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Abstract

The concept of meﬁ%discéurse is defined and fpur different classifications

of metaA}scourse'typ%f are described. Metadibcourse, the author's dis-

G

coursing about the discourse, is classified i

v

to two types, informational

and attitudinal. Informational metadiscourse directs readers how to under=-.
! ol " - .

stand the primary message by referring to itg-content and structure or the

.

author's qupoiFS or goals. Attitudinal metadi scoyrse directs readers how

- ) . X
- to understand .the author's perspective or st#ﬁce toward the content or
‘ I :

structure. of the primary discourse, The typés and.amounts of each type of

metadi%Scourse, based on an analysis of nine school social science texts

and-nine nonschool:social science texts is reported. Results of the analysis .
showed that nontextbooks used more informational metadiscourse than did

. - :
textbooks, but the differences were not large. However, nontextbooksigsed

almost twice as’much attitudinal metadiscourse as did textbooks. Examples

of metadiscourse from textbooks and teachers' manuals are thenJcritiqued.
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Metadiscourse: What it is and How itAis Used.

in §chodﬁ and Non=~School Soclal@écience Texts -

~
»

Content area PEading has received cdhsiderable attention in recent

years from reading educators and resgarchers because of-~the difflculty.many
4

\

. . students have in making the shift from reading narratives to expository
‘ . . - . . N . »
prose. Reading educators are now offering coursesn{o prospiftlve or

practicing teachers on the subject of content area reading in colleges and
. \ . .

universities (EStes & Vaugham, 1978; Smith, 1978; Herber, 1978). Researchers

. : . r
- have examined content area reading from various qérspectives-such as compre-

. h%psion instruction (Durkin,_l978, 1980)., studying (Anderson, 1978), . 9
f R
background knowledge (Adams & Bruce, 1980), the"reader/wr[ter'relationship

'(Tierney ¢ LaZansky, 1980), metacognltlon’(Baker, 1979) and text features E
(Anderson; Armbruster, § Eantbr, 1980; Davison & kantér,rl980; Armbfustqr . t
| \5bAndérson, 1981). 'Thesg/xesearchers have méde importanF decpveries‘
about teacher and claséroom’variables,:¥éarnér vaflables, task anq text ’
varfables,xand hoﬁ‘they all)?nteract and affect content a;ea learning from .

P
text. ‘/ 5 ,
Armbruster and Anderson (1981) have been investigating the aspects of

"

content area textbooks that seem to impede-learning and have identified

four discourse properties that authors should attend to in order to produce
P4

r ) © - ‘\ .
""considerate'' tex#s~~texts that readers can comprehend without too much : }‘
effort. The four discourse properties are (a) structure-~the ordering of - Co

Ny " . . ) o
a ideas largely determined by the pattern of organization réquired by the |

purpose of the discourse; (b) coherence~~how well sentences and ideas are
woven together &d flow into efch other, (c) unity--the internal consistency

v
L4 i

\‘1‘ | ' {
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of ideas, and the relevancy of’‘everything to the. purpose and controlling

.

idea of the discourse, (d) audience appropriateness-rmeeting the needs of
iR .8 N o
the reader.in regard to amount of explanation, detail, vocabulary and

-

‘syntax, all based oh tbe'améunt of background knowledge of the ;eader.

( --‘ < ) ‘ - .. * - - ° *
These four properties, dften found to be lacking in gpe content area text- ) P

books analyzed by Armbruster and Anderson, are‘propeéties of the rprimary
. L . | ) |
giscourse--the propositional content oﬁkthe content thtbookg. \

C While ‘there is no doubt that the primary discourse -is an important T

r 4 v
aspect of content textbooks For discourse analysts and experimental

o

‘8

/ \ ‘ _
researcherigto study, another.level of dpscourse also warrants close study,
. @ ¢ ' N v T : . ;

the level called metadiscourse. - Metadis¢ourse is, simply, an author's

Y i‘ e 1 o
distoursing about the discourse; it Is the author's, intrusion into the .

discodrsé}\either‘explipitly or noh~explicitly, to.direct the reader rather

than Inform. Metadiscourse is- the directives given to readers‘so they

will undgrstand what is said a&d meant in the primary discourse .nd.vnow

how to ''take'' the author. Although metadiscourse has'%eeé‘djspuss d to

some extent by WIlliams (1981a, 1981b) and Ly nger‘(l975) undef the term

§$gnaling and‘manipulaied-iﬁ a few studies (Meyer, 1975, I980, 1982,; - '_‘\

P . Vande Kopple,‘1980),‘not much is really known about this syé;em of L
discourse. ﬁo 6ne, as far as | can determine, hzs examined metadisﬁourée

as a system in content textbooks. The passages used by Meyer and

-

R B ¢
Vande Kopple in their studies were adapted from tradebooks or periodicals.

. ‘ . ~ oL \1"
e o The purposes of this paper are to (a) define metadiscourse, (b)‘Set :
N R

up a'typolbgf for it, (c) describe the types and amounts of each type .
‘ : ' : ' 4 .

A . N
based on a systematic analysis of nine social science texts (written for

-

students'rang?ng in ]ijl from .third grade io college undergradqate) and_.

O - . N




& ~ * A
. ¥ v
| . N
. ‘ : - Metadiscourse
\§\ ' 3.4
14 A Y
nine social ééience texts (written by historians, political scientists,
) - v , S v

anthropologists and other social scientists for intelligent adults, rénging

- v .

from non~academit periodicals and monagraphs to academic jéurnals and
] .

books), (d) discuss the findings.
s . ) ¢

The Concept of Metadiscourse

‘ ' The term metadiscourse is an anthropological'term=QSed by Joseph M.

‘Williams of the English/Linguistics department of the University of.Ch}dago.

In his recent book, Style: Ten Lessons in Clarity and Grace (1981a), '/
- \ T .' r

-

Williams discusses metadiscourse In the Leéson calleg "The Soq;ce of

~

* Wordiness." Here in a section‘he‘calls “Talkihg to.the Reader: i .

Metadiscourse,' he define@ it as ". . . writing that guides the reader o

o

[distinguished from], writing that informs the reader about primary*'

~

topics.. . . discourse about discourse” (p. 47). He also defines it in the
appendix: . \;"
Metadiscourse: Writing about writing, whatever does not refer
- to the subject\matter being addressed. This includes al} con-

» N
necting devices such as therefore, however, for example, in the

first place; all comments about the suthor's attitude: | believe,

in my op}nion, let me also point out; all comments about the
writer's confidence in his following assertion: most people

believe, it is widely assumed, allegedly; references to the

audience:. as you can see, you will find that, consider now the -

problem of . . . (p. 212) . B
>

Williams also defines and discusses thiF term in another book on

style, Style and Variables in English (1981b), in a chapter called

-

"Literary Style: The Personal Voice,' where he points out that metadis~

course is a level of structure important in a description of gtyle.'

- .
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Every text, regardless of its ideational cdontent is produced by
. X el
. - [ .
one of the personae in' the, speech event, the speaker or writer.
. . Sometimes the author speaks in the first person and.reférs
directly to the discourse as he constructs it, sometimes inclué%ng
" even the audience as a specifically mentioned you. (p. 195) -
: . . ‘ )
R Often an author conducts his discourse on two levels. He mentions the
content of his primary discourse; but embeds it in metadiscourse, discourse
about disceurse, words, phrases, clauses or sentences that refer to the
»
act of discoursing rather than to the subject ''out there," 'to the speech
% - . ?
event that the discourse and its reader create.'' .Jn the following example
» ) g . . . . . %
e - . . . N .
Lsed‘bx Williams, the words | have underlined are primary digcourse while
: ~
the rest are examples of metadiscourse: . . .
| would now like to turn your attention to the subject of women.
| submit to you that this is a difficult question. 1t is not
my intention to dwell upén this subject at too great a leﬁgth,
L but it is a\question which we all know has vexed the male gender
. « . '
for centuries and centuries. (p. 195) * R
¥ . ' . )
0f course, this'example is extreme. Most authors would not use this much
" metadiscourse.
. The advantages of metadiscourse are that it allows authors to make '
-1) , ) ) ' .
these kinds .of annduncements to the readers:
| . | @ . .
1. Changing the subject (Let us now turn to . . .) ‘
. 1
2. Coming to a conclusion (In conclusion . . .) e
. _ . ~ *
3. Asserting something with or without certainty (Surely, probably)
- * . < . ‘ ‘
L, Pointing out an ir’ggortarit idea (It is importsat to note . . .) A
oA -~ .5, pefining a term (By x, | mean . . .)

6. Acknowledging a difficult line of thought (This is a difficult

-

notion . . .) . - -
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. . ; 5 .

: . . v ' .
7. Noting the existence of a reader (You will remember that . . .)

- 8. Indnoq;rng cause or other relationships between .ideas such as
» L '

contrast (thus, but)

9. Continuing the discourse (at least, second). _ %

10. Expressging an attitude toward an event.(lntefestfngly e )

. Many .writers, accordings to Williams (1982) stay out of their. text
. " L] .

»

ralmost entirely, relying on shorter discourse signals such as therefore,

R " however, possibly, fortunately, rather than thevlonger types of | believe °

that, | am arguing that. MetadiscourseC¥s probably used very little in

operatlng 1nstruct|og\1 technlcal anuals, science wrltfng, and Iaws. At

is z:ed mpre frequently, he thlnks, in the humanltfes, literary critncnsm, »
, persopal narratives, arguments, memoirs, personal letters~~any discourse
+,  where \deas are filtered’ hrough a ;once;n with how the :eader will take
them. In é’"rgixirvne?ti/\f}/ri?{netaiis‘éoursé is quite prevalent (e.g., The ¢ )
Federalist Papers, essays by Hamilton, Jay, and Madison suppqriing the

ey ) . .
Constitution) as authors refer to the state of the argument, to the reader's

understanding of it, or-to the author's understanding of his own argument
. N ) ¢
quite frequently.

-~

’ ‘ \ . . . - - . “
The problem, as Williams points out, is to recognize when metadiscourse
. ) - ~
js useful and when it is excessive, mechanical or obtrusive, perhaps —

burying the primary message. Williams claims if authors prune out clauses

B}

and phrases such as The last point | would like to make here is that in

v

regard to, it is important to keep in mind that, in all probability, seem
' - v . : o e
to, then the”seﬁtences.or paragraphs become more direct. Apparently. .

Williamsvsees,metaa1scoufse as wordiness, for the most part, something to

<. hd €

be.pruned out. Composféion textbooks .and instructors agree with Wi]liams

-
P

ERIC - L
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v

that metadiscourse is to be avoided.

o

"

Wirkler and McCuen (1981) list the

. .
Metadiscourse ».

6

following as one: of the elght errors to avoid when composing a thesis:

. a B K]
"A thesis should not contain phrases like | think or in my opinion because

- -

they weaken-the writer's argument'' (p..36).

-

Meyerf(l975) has also defined gz coneept clypsely related to ?r perhaps

synonomous with metadlscourse that’ she calls S|gna1|ng She took Halllday s

.

theme and Grime's (1972) notion of staglng in sentences and

¢

(1968) notion of

~applied these non-content aspects of text to passages.

a

Accordlng td Meyer;

-

~signaling is a non-content aspect of prose wrich give§>eMphasis to certain
aspects of the semantic ce:teht or points_out aspeets of the structure of
N | the cohtéht. Signaling ‘does not adu new conte fnd reﬂatfons.but simply .
accents |nformat|on already contained in the conteht structure & Signallng .
” [ 3 w .
in a dlscourse shows aﬁ‘author s perspective 5; the content related in the A ;

.

primary discourse.

+ \ . N A

Speech communication textbooks (e.g., Bradley? 1981) and composition

textbooks (e.g., Eastman, 1970) also discuss metadlscourse under the labels

of transitions, signals or sugnposting Bradley advlses speakers to use ‘ . 1¥ 
- ‘ ) ot . '

signposts to guide listeners through the ideas by numbering main points;

using single words such as further-

» phrasing main points in paraliel form;

W # > . .
_more, finally, Jr phrases and sentences such as, As a result of this <

.

" analysis, or Now that we have séen the causes of this preblem, we can next
T .a N ) ./ - -, R N

look at the consequences; using rHetoricaI questions;

or

3

Transitions, Bradley notes, unify, emphasize, or give a sense of movement

L 4 ) . \

internal summaries.

to ideas when’the speaker uses a varlety rather than thoughtless repetitions -

[y

that call attention to themselves.
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l

what all these authors seem to say is that when uged appyoprlat%Jy,b

v

the non-content aspect of text called metadiscourse (or signaling,.sign- SRR
* 14 . ‘ , : T 'S
posting-or transitions) can serve to guide and direct a reader through a
. . / )

text by helping him to understand the text and the author's perspective.

' -
: s

But it can alse serve to Impede understanding if used excessively or
inappropriately. ) ’

o 1

Types of Metadiscourse

. .. . . ) “-
This section describes four different classifications of metadiscourse

types. Williams' six metadiscourse tyﬁés_are described first,.fé]loweduby

descriptions of Meyer's four txfzs, Williams" newer classification into.

- g

. .
+ - ] \ .
. R .
Lo . N

th?ée types, and finally, my own classification into two types. °.
. ¥ ! '

Williams' Classifications

=

Wilﬁiams (19815) élassifies metadiscourse into three broad common

- .
types:, hedges and emphatics; sequencers and topicalizers; narrators and
*attributors. Each of these wigl be discussed separately. -~ )

LY

Hedges. Hedges are those words of caution that authors use to sound

., a small ,note of civilized diffidence or to leave room for making exceptions. ?

LS

Hedges show readers.the degree of uncertainty an author has about an

i

assertion. 'Some of the common hedges are possibly, apparently, seemingly, -
« Y : . & . T g

- 2 @ ] .
in my opinion at le;§g, so?t of, perhaps, may, might, tend, hope.

. ‘Emphatics.A E&ﬁhazacs show the_reader the degree of certainty the

’

author has about -an assertion. The emphatic word or phrase says to the *
reader, ''‘Believe me.!" Some of the more common emphatics are: as everyone

, knows, it is clear that, tde fact is, obviously, certainly, of course,

indeed, crucial, major, essential, basic.

’A‘ . - | i »:H\ E 1?1 | i;l . K
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R Sequentéfs”t’Sequeﬁcers‘are words -t

- They help make é’discourse thesive-énd'
sgntenée.to }hé néxt, élarifyiﬁg thé dis
introdué;iéns where aa author specifical

examples might be phhases such as, In th

hat move the reader through a text.
- B S '
help carry readers from one-

course for them. . ln-plaborate Lo

ly ,lays out the plan of the paper,

is next section 6f the chapter, it

is my intention to-discuss the problem o

-

- about this subjeét is.

Topicalizers. Specific topicalizer

phrase as the main tobic of ‘a sentence,
~

phrases and clauses'might'commonly be in

f; The first thﬁﬁg | want to say

]
»

»
S focg§ attehtion on a,pafticular-
parééraph, or whole section.. Such.

. . o
regard to, Where x fs concerned,

. *\ the matter. of, etur'ning now »to--all ar

is moving on to a new idea. The most co

e used to announce that the author

mmon topicalizer is there is/are

&

ould pass the ERA amendment).

Y . »
(e.g., There are three reasons why we sh
4 :

.

Narrators. These are WOrds that te
ideas or facts or opinions come from. §
: P ‘
determine what they really want to say,

3

thinking rather thaﬁ the results. An au

.
11 the reader whéré the author's
om:etimes when aut.hgs _tl.‘y wtor
fhey of?er a narraffve of fheir
thor mighf begﬁh:by.sayinge 1 was

e cpncluded, | think. The author

concerned with,‘%o | attempted to, | hav

\

here gyves the proceés by which observat

at. The observe} is specified and- the s

.
~

given. C

3 K

) Attributors. When the observer is

»

‘idea/opinion source'i;>slipped intd disc

something has been observed to exist, is

noted, determined, and so on, :

a .

0 g .
ions or a conclusion were arrived
——

ource of the idea or opinion is

O
&

unspecified, étt}ibugjqns of

ourse indirectly by stating that

. . . A
found to exist, is seen, noticed,
T__.a_. - - - r—

'

\w

e

a
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Meyer's Classiflcation : . 4

~f.7‘

‘ %
Another classnflcatlon system is used by Meyer (J975) for sagnalJng

She |denti es four major types (a) the speclflcatlon of the structure

- K

. of relatloné in the content sstructure, {(b) prospectlvely revealed |nformation o

abstracted from content occurring tater in the text, (c) summary statements,
rin N - fSTAtemEntS,,

and (d) pointer words. She deflnes each type'and gives examples.

‘v -

\
Specification of structure oﬁ}relatlons in the content structure. This
TN

type includes explicitly stated words such as prob]em, solutnon |ndicating
e ‘ ‘ -
the drscourse type and words such as two; one, the other. AnAexampIe. Coe

Q

[}

coﬁbjning the two tYpes might be: Two problems exist. One is the problem

of money, and the other is the problem of motivation.

2 B

Prospectively revealed infbrmation abstracted from the _content occurrihg..

3

later.in the text. This type uses the same words or. paraphrasing to give

informatlon toward the. beglnnlng of a passage or paragraph that Is stated

E

later in the.text. It is often seen in tltles and |ntroductory sentences
R - A ' : e

of passages and paragraphs. The superordinate information is abstracted
) g . o
odt and presented prior to its discussion in detail in the text. Meyer

breaks this'type into two subtypes. The first is the prior enumeration
of topics to be discussed later in the text. An example would be These -

three types of schools are, urban, suburbanvand"rural. A paragraph or ﬁorea

would be devoted to each school type in the text. The second subtype of

signaling prematurely states ideas, or interrelationships among content that .
L : B . N
are pointed out later in the text. Ap example would be These problems must.

be resolved within the next six months. The text would develop the six

“months time period later on, perhaps several paragraphs.or’more.away from

a

the'priOr'mention of the time. . : o ' SR -




Metadiscqurse
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Summary statements. This type is similar to the %ype ment ioned above,
. ’

but the Informatioh 1§7ndt given prematurely. Instead, the same ?8?65 or

paraphrased wording for information already presented and located iﬁ the
'lconﬁent steucture are stated again at the eﬁq qf a paragraph or,a’passage.

It Is oftee seen in summary statements at the end of a.paraéraph or passage

summarizing the main poings made (e.g., In short, a wonderful vacation is

\ .
available for those with time, money, and the proper equipment).

. Pointer words. Pointer words are signaling words that explicitly
° . @ & .
inform the reader of the author's perspective of a'particular idea. An
\ . '- N
7 author may use this type when hHe explicitly states that an idea is important

-or gives his opinigg of an assertion or fact given in the pext'(e.g., ﬁl

A , .
first important point is that ERA is rot a dead issue; Unfortunately, not

very many legislators agree with me).

Williams! New Clessifications ) . -

\ : More recently, Williams (1982) has reclasSified metadiscourse into °
three general types: (a) advance organizers, (b) connectives, and

(c) . interpersonal discourse. This classification seems close to Meyer's

claesification sysfem with the advance organizer type including the pre~
liminary and final statements or summaries mentloned by Meyers, the
connective tybe iecluded in Me&erst‘first type, specificatren of‘structure
of re]atfoné‘ih the content struétnre (Meyer would incfude'words labeling

} - " the dlscourse type such as problem/so1ut|on, compartSon/contrast, etc.,

not just the connective words such as and/but, thus/flrst that s:gnal the

dISCOUFSe type). and the |nterpersonal type that Meyer calls pounter words._

b f metadiscourse is seen as advance organlzers and/or sum%arles, connectlves, o
. L, _ _ ,

i
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s

‘and interpersonal discourse, then there is-a body of research related to

\ . ) ' .
these three~types Some studies have looked at the effects of the presence*

-

or absence of a beglnning summary or outline and Blanton and Smi th (1975) ad
have reviewed this research. The related work on advance organizers has
been, reviewed by Luten,'Ames, and Ackerson (1980).- (tn these areas, the

findings have often been contradictory but usually the presence of summaries,“
-4
outlines, and advance organizers enhances iearnlng ) Wonk on connectives
i

" includes studies by Robertsoq (1966) ; Bormuth (1970) Stoodt (1972)

‘.

McClure & Steffensen (i980),JCr|smore (1980). The findings |nd|eate that ,‘
connectives he]p‘readers comprehend more effectively. Littie emp|r|cai

‘work has been done on |nterpe sonal d|scourse as a distinct ‘type, but Meyer
(1982) includes a few exampie in her global sngnaiing research. Socior
linguists, howéverf{have described and discussed‘interpersonai discourse’

(Halliday, 1973, i978; Kress, 1976; Schiffrin, 1980);

Crismore's Classification

For the purposes of this‘paper I will wuse a typology of the metadls-”~‘
course system based both on Williams' and Meyer's classifications with some
modi fications. My typology includes two genera]-categories; th% informa=-
tional and attitudinal, with subtypes'for each. One of the assumptions of
studies of ianguage'use and social interaction is that language functicns
to transmit referential Information as well as to create and Sustain
expressive meaning?...I am assuminguthat not oniy‘brimary discourse but
also metadiscourse is used for bothareferentiai and.exbreSsive ends. Meta-.

, A
discourse functions.on a.referentiaia informational plane when it serves to
' direct readers howbto.understand the nrimary ﬁeSsage by referring td its
~ content and structure, and the author s purposes or goals. | Tné.referring

Q _ _ , - BRI
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» can be on a global or local level. MetadlscourseAfunctions on an
-

AN
expreSS|ve, attltudinal and symbolic plane’ when it serves to direct readers

o

how to take the author, that is, how to understand the author's perspectlve

or stance toward the content or structure of the primary discourse.

Informational metadiscourse. An author can give s®veral types of

information about the primary-discourse to readers for better comprehension.

., . A

*‘ He can explicitly or implicitly signathis goal or goals for the primary ‘-

discourse; the topic or subject matter; the topic shifts; his malnrassertidn
about the topic (the thesis or controlling idea); the significance or “ "‘ '
= y . > . . : .

rationale; and the sequence, organization, discourse type and devedtopment

mefhods he plans to use. * The informative discourse can be in the form of

ey .
P ——

.preliminary or review statements--This is wh@t 'l am planning to say and/or A .

do or This_is what | said or did-Fso can be cbnsidered as cataphoric

.+« (looking ahead) or anaphoric (looklng back) on a global or local, |mmed|ate o

P

discourse level. The author can also give nformatlon about the relatlon-

ship of i deas in the primary discourse--the connective srgna]s--on a global 1

-

or local level. Because so much recent research has dealt with connectives,
in this paper | will deal with all but the c¢onnective subtype. Il will use

four subtypes of informative metadiscourse: '(af‘global goal statemenxs

(both prellmlnary and review) wh|ch I call goals, (b) gEPbaT prellmlnary -

»statements about content and structure, whlch | call pre-plans, (c) global:
review. statements about confbnt and structure whtch I Call post plans,

N 5.
and (d) local shifts of toplc whlch { call toplcallzers. Examples of each

N

subtype stated expl|C|tly, make the dlstinctlons easler to See.\ The meta-

" discourse is underlined..
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&
‘ Goals: - (a) The purbose of this unit is to enrich the way 1f RS
. readers think about American Indians. v
(b) We have in this book attempted. to say somethingﬁ _,T
_ about American politics at the beQinning of the |
K | - 1970's.
o N ' (c) Our goal is to underétand how the preferences of '
) citizens are communlcated upward to those who make ’ '
, governmental decisions. R WS . ﬁ
‘Pre-plans: (a) This chapter ‘'i's- about Indfans._ _
' (b) We can trace the development and change in that
) pattern of llfestyle. A
¢ o . () Presented first Is a descrlptlon of the backgrdund
of the situatlon .
. : .
N Post-plans: (a) We have looked so far in'thisichapter atathe ".‘e~f

history of one Indfan tribe, the Mohawks .

“ (b) We have argued earller that the arrlval of the

Europeans began to destroy the Indlan s life style.

(c) Remember that farmlng was the main way of making a

living then.

°

Topicalizers: (a) Let us now turn to partlclpatlon and preference

‘in relation to Vletnam.

<« . .. -

(b) So far as. strateglic plannlng was concerned the

. objectives of the north were positive and-those
of the confederacy, negative. '

(c) Here is an article by a Chicago newspaperman where

he clearly says what he thinks about democracy

3
0

Attitudinal metadiscourse. An author can also expllcltly or lmplicltly

’

' signa] his attitude toward the content or structure of the prellmlnary d|s~

'
course and toward the reader._ He can 'give directives to readers about the .

ce
¢

‘importance or saflence of certaln p0|nts or parts of his prlmary discourse

. ' from his perspectlve, about the degree ‘of certalnty he has for his aSSert10ns-
4

- and be]refs, about how he fee]s about the content of the message,.and about
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o

the distance he wishes to put between hlmself and the reader The[author

commentary here is ewaluative and expressive rather than- referent¥al and

N

-] f |
R |nformat|onal. A wﬁll use -four subtypes of attitudinal metadiscourse in - A
this paper: (a) importance of idea, which | call sallency, (b) degree of ifﬂ

F) - t -~ K } ~

certainty of assertion, which | call emphatics, (c) degree of uncertainty,
which | call hedges, (d) atfitude toward a fact or tdea, which | call
- 9 » L.

. 3 . . . - _
evaluatiye, Examples, exp11c1tly stated,_follow for each subtype:*

Sallericy: - (a) stil more iﬁportant as a call to reForm were
the Sbeeches of the Ieglslators of Maine. - &
@ ‘ (b) Equally important ‘in the process of emancnpation g
was the Act of 1843. . S,
. - (¢) The last and most cruslal component is the,
; . 5 \ economic component, so we shal} focus on this.e
) \ Emphatics: ~ (a) This, of course, 'is anioversimplifioationvofI ~

»w

the slavery problem.
N = . - (b) This Is true, even If we assume that the two .
leaders were equally intelligent. '
(c) In fact, tempers were so on edge that~arguments
3 and fights were common. S wv,
Hedges: -  (a) Perhap;, worst of all was the corruption in the
) o cities. _ ) i ;

' (b) In this case, “tmplofment” probably refers to a
person's job. ' .

(cy It would seem from archeological evidence that

T ) they were hfnters.

Evaluative: (a) Unfortunately, ‘most. Americans do hot vote as often |
T as they could. ' -
. (b)~'LUCk|Iy, this trench protected them from their

I enemies. ' v

(c)- think it is interesting that ‘the vullages were

] Spar'.e‘d; : ,}’
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From the examples, it should be clear that metadlscgurse can consist

of words such as unfortunately or probably, phfases such as let us now turn

to or so far as strategic planning was concerned; or clauses such as'thls

~

— -
chapter is about Indlan;, reme mber that farmlng was the maln way of making
» ' . .

a Ilvlng or | think it Is Interesting that'the villages were spared. Pt~
. > - ’ ' Y

should also be clear from the examples thaf metadiscourse can be-sta%ed Lo

from'different points of view such as (a)ﬁfirst person, | think or We‘have

argued, (b) ‘second person, Remember that br You will read that, or (c) thtrd

person, Thls chapter is about or The purpose of thls unit-is to vThe

!

Iarger metadlscourse phrases and sentew’es |nd|cate more explIC|t author -

|ntru§’xh into the primary discourse whlle shorter metadiscoursé words such’

/ - .
as luckily or clearly indicate a more/subtle'intrusion'op'thevauthor'szpart.
/>- . ';— /o o ¢ I .
A text can vary in the amount of metédISCOunse,?the typeS‘(long or*short),

.—

the 'person''.used for the metadlscourse thh ‘the focus 0n the narrator

- l

(first person), the reader (second person).or the text (thKird Eersqn). -The
amount and kind,of metadiscourse and person used for it'jn a fext.can be
- viewed as an index of author intrusion, author personallty, and the

author/reader relationship. Théiuse of metadlscourse is a styllstic
\

varlable~-some authors use much) some use llttle. .In this paper, becduse

| thlnk it might be useful and lnterestlng, | examine the way social
v
sc:ence textbook - and non-textbook writers use or don t use metadlscourse,
]
using my four Informatlonal subtypes and four attitudina} subtypes.

E23
B Y
L




. and, |neV|tably bgas in |nterpretatlon. (p. 53)

. . s
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. METADISCOURSE STUDY
] 3 i - .
N .
; introduction . 8 -~

+"5okial science is a strange subject .because it involves so many dis-
ciplines. In most social science textbooks the disciplines of history,
geography, anthropology, sociology, econoﬁ?cs; and political science are

represented, disciplines that are quite differen%. Geography is usually

S

considered a spatial and -descriptive science. History, on the other hand,
is not a science but part of the humaiities,ya record of the past, a '

. . 1 - T o
narrative, and interpretive. Commager (1965) points out that history has

two meanings--the past and the memory of the past, and two kinds of
. _ ) o , A
historians--the literary historiadn and the scientific, technical historian.
. “ )
According to Commager, the gap between the literary and the SCtentlflc

.

)\T§°n9t styllstlc; it is deeper and more fundamental,-a dlfference in the '

. () -

.philosophy itself. The klterary historian is interested in recreating the

past for its own sake, so he is interested in’the drama, the spectacle,
' ' : ‘ : . i
the pageant, actors and actresses. The scientific historian has more .

prosaic and realistic purposes. It is.reason he wants to excite, not

-

imagination. The past 'is to be explained, not recreated.  The evolutionary

process of history and prSBlem solving concern him. Commager notes,

however, that: "R

Let us admit at ong% that history.is nelther screntlfic nor

mechanlcal that the historian is humap, and therefore falllble,
»and that the ideal history, comp]etely obJectlve and dlspaSS|onate, v
is anillusion. Ihere is bias |n the choice of-a subJect bias In

the selectlon o?%materlal blas in organlzation and presentation

Y . ~

and in addltlon, states that




'\

“if -the information is known to both author andareaders).

- author stance, significance, otganization, sequencing, discourse type and

Metadiscourse
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- . . ~ ‘ ‘

Actually partlsanship often. adds zest to historica] Writlng;

for partlsanshlp is an expressnon of |nterest and excutement
and pa55|on, ‘and these can stir the reader as JudnClousness
might not. (p. 55) ~ o .
X : ~ A

The point Commager makes is that history is always, in some ways, biased

@

and that being overt. about one's biases helps readers become interested. in

'hisfoxy:g . B

Yo

\ ~ .
\\\ No doubt the other social science disciplines also have the literary
# g _ AN

. \
_ - _ _'w
‘and scientific approaches, too, reflected in the texts written by the. e

' |

authorities. in these fields who use their preferred apprdath.ttﬁecause .
e _ C ‘ . C ' e~
this is so, we might expect to find dlfferences in the kinds and amounts‘ oo N ‘

- f PO

|
1
of metadiscourse. We mlght also expect . dlfferences beeause.of the Hndi= . 7

X . ~ - ‘ T

|

|

|

|

widual urltlng styles. of the authars, thé background and age of the readers,

oy

and ‘the purposes of the texts (e.g., to give new information or to ‘persuade,
In school textbooks; the publisher and author may want lo use meta- -
‘discourse to help.the reader réconstruct the author's writing plan, or

-

confirm them, and integrate the text.. Théy may decide to use metadiscourse

\

|
\
|
|
serve as advance organizers or reminders, to help him set upﬁgxpectations, o
|

in order to help the reader bacome an -independeht reader who can learn from

the text because he is an "insider' concerning the topic, thesis, purpose,

method of development. On the-o;har hand, ihé publishef,and author may . ,L?'
decide not to use metanlscourse bacause of readabijity,formulaa and the e
desire'to spand the nunban of wordi permitfad:on tna pr{mary diScoUrS?,

coverlng as‘many toplics and diaciplinas as.posSib}e. Publishers do naed
to'éel]‘boakséso do riot wish to offend teacneré qf schogligfficials.becausev
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ropics are.not covered, readability formulas are not followed, subject

matter is not presented ''objectively," or teachers are not given an inter-
mediary role. Perhaps they see the teacher's manual and the teacher as

the proper dispensor of metadiscourse. In that case, the'teaehers{(if

v

they read the teacher's manual) are the 'insiders,' not the student reader.
Metadiscohrse q?e esgumes, of course, that@there ls a real‘dlscourse to
discourse aBout, however--es connected, logical qlscourse witﬁ structure
and eontinuityI . _ . ' o .

These possibilities raise some interesting qdestlog§_that I_will'|
. v N

-

. . ) . . PP
attempt to answer with this study. (a) Are there differences I the amount
A [ . kS v
.and types of metadiscourse used by social science writers In materials
‘used for school and non-school purposes? (b) Are there differences in the -

amoynt and types of metadiscourse used in social science textbooks across

grade levels? (c) Are there differences among publishers of soclal science

textbooks on the same grade level? Or for the same publisher‘on di fferent *

grade levels;§<}d) Are there differences In the amount and types of meta-

" discourse used by non-textbook social science writers who write for
- '
different audiences?

Description of the Materials an¥ Sample Selectloﬁ

| have chosen 18 texts for this study, nine social studies textboeks .
and nine non-textbook texts. All levels of school are represented with
the textbooks--early elementary, m|ddle school, junior hlgh high school

Aand college. Of the nlne textbooks, six can be considered typlcal and
three atypTcal. ‘The six typlcal ones are publlshed by leading publlshers
and are W|dely used The three atypical. textbooks are not publlshed bY

”leading publishers. and/or are nOt widely used

| N »_,-22_' )
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v The sample of nine textbooks and the units and chapters were chosen to
réepresent a wide range of social science textbooks and materials found in

them. | tried to include chapters that focused on geégraphy“and‘spatiaI'
relationa, history of peop e; places, and events, anthropology, economics,
1) , . . T

sociology and political science. ‘Some topigS were held constant across
L) o . . . _WV ‘
some texts such as ‘American Ihdlan;, sla:rry and the)CiQil War. One v

publisher was held constarit, Harcourt Brace Jovanovith kﬁth textbooks

written for elementary, junior high, and hlgh schooJ students in Grades-: 5,

7= 8 sand 9-12.

Since complete information about each textbook is given in Appendii'A; ”

‘only the aeronyms, Qrade level, and brief descriptions of the texts will be

»

given here. The typical te*}books censist of [Soc. Stud..] grade 4; [The

U.S.] grade 5; [Ou;.WOrld] grade 6; [Americal grades 7 & 8; [Rise] grades

9-12; and [Am. History] college undergraduate. The books are'tyﬁical in

that they are "written" by multiple authors or editors’ wnth the aid of many

A

educational and social studies spec:allsts, are c0mprehen51ve, dealing with

\

many topics in a survey -fashion and have the content, structure and style
of textbooks used in typical classrooms across the nation.

- Ly , _
The three atypical texts were written for special populations.
4 (Y :

[Chicaéo] grade 3, was written for the children in ?/{arge urban school

K

system (Chicago' s) by a snngle author, a former school prlnclpal who ‘was
4 »
prdb@bly not. a social science expert. The subJect matter would no doubt

e

be familiar and interesting'to theh. [Indlans] grades 768, was wrltten

for Junlor hlgh students in a Iabbratory school at the Unnverstty of .

Chlcago by two hlstory experts,va, husband and wlfe team, one a currlculum-f

specnallst in socnal-studtes. Both au%hors had parthlpated in

P

._ ‘)3 B
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anthropologicaf field work on Indian 1ife. [As It H.], gMades 9-12, ‘was

written for students in advanced placement- honors programs in high school.

The authors made extensive use of original sourcé material in the textbook,
LT, . : r & . : } o

1

’

understand. the primary sources mostly'on their own. . o &
. » © N . N

r

)' The nine éamples drawn from teX%sTwritten for a non-StueenI, aduft
bodﬁlat}en we;e alse chosen to represent a Qide range.oé‘SOCial science
diseiplineE, topics:fstyles; audiences and types of text. Some' texts are
articles written for widefy read periodicals, ;ome are articles written for

.specialized academic journals, some are chapters or essays from books or

monographs written for either a general audience or a’specialized audience.
’ :

e

“Several are written by pulitzer prize winning authors and famqus historians

while others are wrNtten by journalists, anthropologists, political
scientists, and professors. Some authors use a literary approach and some
a scientiflc approach. Some topics are more or less constant such as the

_ e
American character, presidential character and power, democracy, and social-

equality. There is some overlap with the textHQQk samples with the‘ukban“
history article, social equa]ity, and the American character.
The ‘acronyms of the nine texts and brief information about each'is

given here. More complete information is gixenJGn Appendix A. The typlca1

texts written for general audlences of perlodlca]s congtst of [Canoe]

'.wrltten by -a native Hawaiian anthropologlst [The Ams 1 written by an.

ltalian journalist; [Kennedy] written by a promtnent Amerlgan Journalist‘

(thls article was actually a chapter of a book publtshed by The At]antlc

Monthly ;haﬁ later became a bestSeller. The typtcal texts wrltten for

'speCIallzed audlences of pernod!cals consist of [T R., Pres ] wrltten by

A4 P »




"from middle or final chapters, the selection of ynits,or chapters vafies
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»

an historian; [Another |.] written by, an historianfbrofessorg and [UrBaniz.]

written by two historians, both professors. The typical books for general

audlences are [The Defeat] written by a leading historian; and [Uproot%d] ,vi_'

4

written.by a Pulitzer.p}ize~winning historian. The atypical tekt~v_4
FParticipation] is a book wtl&fﬁﬁ'for a specialized audignce‘by two socié]f»

©

scientists as a research report and sométimes used as a textbook for

graduate political science courses. -

R

’ -~

Method for Text Analysis

4 . \ -

The unit oF analyslis was a whole-discourse éhunk such as a unii;

chaptér, or article. Qecause_thé length of units or chépters-inCrgaSesv o

through the grades for textbooks and bécause initial chapters might vary

.
-

in numb®r ‘and location. - Each unit, chapter or article was examined and

—

analyzed for instances of the four subtypes of informational metadiscourse .

(goal plans, pre-plans, post-plans, and topicalizers) and the four subtypes
of attitudinal metadiscourse (saTiency,”emphatics, hedges, and exgjhativesfax
In order to compare¥textbook instances hng*pon-textbook instances, it was

\

necessary to use a 1,000 word unit as a base since the text units were ,not
the same length. The quantitative data presented in tables will be
frequency of metadiscoungéfihstances per 1,000 words. The chunks rangé

in length from 1,000 yords in thé Chicago text to 12,000 words in the high

wchool and éollege,textbooks'and non-textbook samples, LAIL word counts

are,approximatibns based on number of words per inch of text. .If statistical

tests were performed on the quantitative data, such as analysis of variance,

transformations would have to be done. ‘Quahtltativé'information is

heéessarz‘for indicéting the existence of and relétive emphasis given to

R T

b
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dlfferent metadlscourse types ln the samples ‘Purely quantitatlvé*analySSS_

&

. . ,cannot, however, convey the flavor of the text materlals "This= can only

” Be done qualltatlve]y The, elght categorles chosen for quantitatlve
ik . . R

'analysis needs‘qua]itative illustration by di rect quotatlon |n order.to see

presentatlon style and patterns of ‘use. In order to assess the degree of

W

author |ntru5|on |nto the text, the Qolnt of vvewi%gquersbn“ used for the -~

e

o
Examples of these eight

metadlscourse W|Il also. be examlned and discussed.

'categorles and polnt of view will be found inTthe sectlons.that follom“i

- Further examples are glven in the Appendlx B : ,{ﬂﬂﬂ wn i

_ % g
The task,of Identifyihg,those elements of language used for“metadigx"i

. . ) ‘ . . -
course. is not easy. The function of metadiscourse can be&vnewed as a

-

. metacommunicative Functionw It is a discourse whose-subject 1either',

A .

explncntly or |mpl|c|tly) is both codlftcatlon of the.’pssage and the
 relat|onsh|p between the communlcators (Schlffrln, 1980). But because of

the wide range of phenomena that can be identified as metadiscourse and

) the Vagueness of the boundaries between metadiscourse and other functions

* of language it is dlfflcult to ftnd a set of emplrlcal llhgujstlc |nd|cators
'+
for_metadiscourse. One et of indicators that can be used, however,_is
(a) the modals Such.asiggi,“gight; (b&/ﬁerbs,such as those fhat name acts'”‘ .
' B of speech or speech.events (e g. ’ say,dtell; askk assert;vdescrfbe,'argue;

explaln, dISCUSS, clarlfy, deflne), or - “c) - those that refer-&o lnternal,

states such as thle reallze, know, seems, etc. Another set “of pndlcator%

is.the (a d|5Juncts (sentence adVerblals) such as clearly, fortunate]y,‘_i

ironi&lly, surely, probably,> of courSe, in- fact, etc., or (b5 the construc- .
1 : : .

tions 1t is lnteresting that, It is true'that, ltws |mportant that, etc. -

S .. . . .
- . . - : . v

=

o
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0ther |nd|cators are (a) words such s purpose, alm, chapter, section,

K} . i)
. L )
point, now, let, top|c, problem comparlson, story, crucral lmportant, o “i%?__~ i

i B

g;lmarx, maybe, perhaps; (b) phrases such as in my opjnlon, |t seems to me;

{cY ten;e;markers~-W|ll, have, ed; (d) sentence type~such a5‘|mperatqve;' eiﬂf%;

(e) pronouns such.as |, we, you, it.

Findings for Informational Metadiscourse Use (Based on Tables: 1 and 2)

-Goals. As can be seen in Table I, no goal statements were'fpund’in any

of the typical social studies textbooks. Goal statements are usually‘F0und,;-‘

- - - - " - - ] -

g T%*»

“lﬁ'prefaces or lntroductigns to a book, theme or chapter or else in the
: © - o :

conql!ling sectiopns of a book, unit, chapter, or section. The typlcal-text- e
book did not contain prefaces or sections called "To the Student'' with the s
exception of [Our World]. The prologue for [Our World] told the’student o
the topics to be couered'hpt no goals, purposes, or aims. - However, two of
the three atypical texts did have goal'statements.' Several examples from‘
each include: : ‘ .
[Indians] = - This is our goal in this book. We want to Idpk
at the prehistory of Indian culture in Amerlca
_to see the ways in wh|ch lndlan peoples learned ‘
to explont the Iand |n whlch°they 1ived. we want l”
‘ to look -at the course of Indian-white relatlons in
e . ‘ Amerlca to explore- what happened when a stone-age R
culture faced an ach|5|t|ve whlte culture that
" .was more highly: developed and had more resources’
'than did Indian culture. We want also to examlne '

the legacy of this contact, which in large‘part
has led to the problems of lndlans today.. We ¢

'vcannot understand the- preSent wnthout the past,‘f. -

RJK; #_ff' | : 1 vlf.:' v»'k . "‘V[>a .;?j £)7;_ S
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and we cannot understand either’ unless we try to

see more clearly thag before (p 5)y -

[As 1t H.] " The authors and publlsher ‘are confndent that theSe
materlals, arranged and presented as they are,
. " will help you to arrlve at a clearer understandlng
" and apprec1atlon of our socnety (p. xi)
-Tahle 2 shows that in the nontextbook samples,. four of the nine used goalf

R

statements, which are illqstrated~in the following examples.

[Urbaniz.] B We~have5attempted to present city ”types‘tand.a
» new periodization which emphasizes the rise of .
B . . cities to local predominance. (p. 51-52) e
[Defeat] - - They [these essays] seek to explain, or at least
' « to illuminate, the implications of that collapse : = . -r7

for our political and constitutional fabric and
to interpret its consequences for our fnoral '
fabric. -(p. 9) |

[Uprooted] ; | hope to seize upon a slngle strand .woven into . -
. ' "~ the fabric of our past, to understand that strand

~in"its numerous ties and linkages with the rest;

- ~and perhaps'by'reveall g the'nature of thls part, o
to throw l|ght upon th!;essence of the whole. S ¢
(p. 3) o
[Partlclpatlon} ‘We haVe,-|n th|s book attempted to pursue both -

goals. ‘to. say somethlng about the processes of
. polltlcs in general and somethlng about Amerlcan
polltlcs at.-the beglnnlng of the l970'
. - particifar. (p xix) ‘.75 e ,f' .' '_"‘ S
Notlce that. [lnd;ans] [Urbanlz ] [Uprooted], and [Partlcxpatlon] use
“the first person,.thus~|ndl¢atrng~the presence of,real~authors-w1th real

i
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. goals and pugposes. -[Defeat] uses third person so that_the_text rather-
than the author 'seeks to eXplaing'the text-is pe:sohified and the distance
v . ' , _ R S
between author and reader increases. There is a difference in thé-styles

of both [Defeat] and [Uprooted] and the rest In that flgunatlve Ianguage is

used. Commager, the author of [Defeat] and Hanlon, the author of -

[Uprooted], use a Ifterary style while the others use a prosalc,'plafn - Zi;§;

- style. [Uprooted] also makes use of hedges--hope and perhaps;. The”resultaggg;;cf .

of this sample suggest that typical textbook“wrlters do not usa"@aal state-

ments but that atyplcal textbook and nontextbook writers do often use them

and that the typical textbook is: bland in comparlson to the typscal non=
\,
textbook. ' '

—

) ' . Pre-plans; A total of 82 plan statements concerning the content or
structure were found in the textbook sample, but 58 of the 87 were. found in

two of the atypical textbooks The data show no use of pre plans in the .
: o
Iower grades but an increased use of pre-plans as students get into the

i

mlddle and Junlor high and then a decline.
The situation seems to be the reverse for the'hon textbooks sampfés“ﬁp 5 :

Although there were a total of 106 |nstances, 84 of them were found in the -
”-one atypical‘text. This hlgh frequepcy could be accounted_for by the
. v fact that this text is a report of a study of citizen participation

Perhaps research reports make greater use of pre-plans, or perhaps it.was

2 :n’
. t"“-‘;’ﬂv

just theSe partlcular authors' style. Three of the texts had none:

[Canoe] [The Ams.], and [Kennedy] " [cance] was\W(\tten by a native - §
s i [

Hawallan, [The Ams.] by an Itallan Journallst, and [Kennedy] by an Amerlcan -
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journaliét. Perhaps their culture or professtonal school;ng lnfluenced

- : *

. . their decision not to use pre-plags. [Defeat] and [Uprooted1 both written
by'the.literary historians, made little use of pre-plans; If we include o fv'

e the typical textbooks that used anQ and the non=textbook writers who used

o

any (excluding [Participation]), the non- textbook wrlters show a lower

TS —

frequency of use than the typlcal textbook writers. What is |nterest|ng
is the high frequency for the two atypical textbook writers of [Indians]
“and [As It H{]. These writers seem intent on lettlng the student readers
“in" on their plans forbthe text, making the pleﬂs explicit.. Examoles of

I

typioal pre~-plans follow:

N [The U.S.] . In this unit you will find out about the struggles | i
" the United States faced during the first ninety
years of its history. (p. 1) ; T o
[Our World] ~ Unit 3--you wnll read about the countries of

: ' northern Europe in this chapter. Ap. 183). | j"fi

"[tIndians]" The first chapter discusses the klnds of ideas o o
‘ people have of other groups of people. (p. |) '

[America] : Slavery ended in the border states, and throughout
the United States, soon after the war, in an .
e : ' 'amendment to the Constitution as you WIllvread.' :
(p. b34) o

To understahd the tensions rxsnng among the three .
sectlons of the coUntry in thls perlod it s ‘;""

‘necessary to review eventsrthat had been‘taking

 place between the administration of President
‘Monroe and President Polk. -(p. 311). .~
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[As 1t H.] - - This first unit uses material from the earliest
part of the nation's history—-the COlonial periodiﬁ_
,  to raise questions that are- still impoctant today.

(p. 2)

[T. R., Pres.] As to the.second and mostisfgnificant fault--
Theodere Rooseveit's genuine blood-lust and

' desure to destroy. his adversar|es, whether they
be rhinoceroses-or members of the United States
Senate--lt is paradoxlcally so much a part of his
vhrtﬁes, beth as a man and a politicien, that |

. . ‘ ‘will come back to-it in'more‘detail‘later; (p. &)

[Another L.] © . = There is a rich literature on the American ghgf::;
~ ter, .and 1 tuFﬁ now to its Cehtrai'themes;" (p. 43)

[Urbaniz.] . After reviewing the model for 5|xteenth century
| urbanl;af\pn, the cﬁronolbgy of tth foundlng |n
the New World, and the phy5|cal prototype of the '
- K - colonial-city, we will discuss topics such as '
' | l class struqture, economic function, and urban
QL‘! i , . political 1life. (P'I27); ‘ . o
[Defeat] ' These are .the interlocking themes of this
- collection of essays: . . . (p. 16)  ~——

[Uprooted] | shall touch upon broken homes, interruptions of
' T a fami'liar life, separatton from known surroundlngs, -

the becoming a forelgner and ceasrng to belong

(p. b) . -7

| [Participation] ~ We consider two\generel political processes: zthat_ :
v ' by which citizens come to‘pargicieate in po]itfca];ﬁ
™~ -, life and that by which their participation affects.
the reSpgnsiveness of governmental leaders.\‘This'
- - involves the explication of some general - "

variables = . . (p. xix) : .: ' L

. . r N “ = . . . .




T : " Metadiscaurse,
. : = 4 . -
) _ -~ , . y . Y

-

‘The style of the typiéal‘textbook preplan statements are very different

. . . e

from the style of the atypical and non-textbook preplans. . There is a

formulaic quality to the typical textbook preBLahs‘(e.é., In this chapter

you W|Il see about h X). The focus is on the reader with the pronoun
r‘ead ) ’ s IR : .
Jearn v : , ’

(\ ' find- out

- -

you used. The one exception is [Rise]. Here the pre-plan is less obvi%us -
" and there is more formality and distance than in the other examples from "._l
' S ’ e ‘ ' B o
typical textbooks. The writers mean to say, ''We plan to review the events . : -“l

between Monroe and Polk so you.can better understand the tensions .in the ' N

three sections in this period.'* They could also have said "You will review
the events." A N
The atypical wr}ters not only present the topic in the pre-plans (which

is 1 the typical writers do except [Rise], but also indicaté the diséqufse

type, the speech act, and plan for the text sequeﬁcg (etg.,‘discusses the - ?f3;

kihds of ideas,‘presentedAfirst is a description, divided into eight

\

units, uses material . . . to raise quéstions). “These writers explicitly ' K

tell the readers ”This is what 1'11 talk about and this is what»l’am going
to do and hbw I'11 do it." These are'say and donIané.-.The samé is true

for the non- textbook writers (e.g., | will come back to it in more detail

later,ul will be explorlnq short]y, the character, we Qﬁ]] provtde an "::" Co,

' overvuew, we wnll dISCUSS toplcs such as, | have trued to hlstorlcally trace,

we conSIder the general polvtlcal processas) - The’ atyptca% and non-

o textboo,klwrlft,ers .do not use you, but- 1, wé, our or thls cha‘p.ter.‘ The tWO

atypical writers use the third pgfson, This chaptér, The book, Thié‘first:-‘

155{1(;«:-  ; : ' - »i_yl' B 5.-jf o ; : _?  :» f}}g‘,'v :> o ..VH ; t. ’ ;‘ j .N‘;:’ .
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unit, presented first is, while theinon-textbook'writers all use first
} , . <
person excgpti[Defeat]. The effect of the different choices of person for

v

the preplans is that the author is flattened dut in the textbooks--the

LY

- focus is on thé reader in the typical texts, and on fhe text itself fn the

Aatypical texts. ‘The author's presence is strongly. felt in the non-textbdok
preﬁlaqsl There is more variety of;preplans and types of~ihformation7in
bdth the atypicai and non-textbook téxts,'so they might be @ore interesting
Jahd helpful to read. The use of first person wohl§'p;dbably engage the
reader in the texi ;ore, too. ‘ |

K " Post;plans. When no_instances‘of preplans were found!in texts, %o

in;tances of post-plans werqubund éither. Table l shoWs‘that textbook

-

" writers use both pre- and post-plan statements or none. However, post

N

plans are usually used less often than pfe-plans. There was no clear

trend toward ing¢reased usp’of post-plans. in the upper grade texts. The
follbwing typical examples illustrate the kinds of post plan'stateMents
« found in these textbooks: ' .

[The U.S.] ' .In studying how conflicts were resolved, you also
have learned aBth governments: In order to last;

.

a government must protect the interests of most

of the people. (p. 175) L
[bur Worid] v We have seen that textile miIls’énd iron and steel
Cap ‘ ‘ plants needed Pennine coal. (p. 174)

[tndians] ‘We have already looked at the statistics about -
' Indian 1ife which mark this failure. (p. 60) .

[America] We you have read in Chapter 10, Congreés found a

_ ‘ | solution when Henry Clay and other leaders pro-

v - . posed theMissouri Compromise of 1820. (p. 43k4)

. . . : : . ’ : o . o
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[Rise] As you-recall, Mexico ceded to the lt?d States‘
a huge area of land in the SouthWest--the Mexncan

_Cession. (p. 315)

: d
[As It H.] l Recall James 0t|s stres%ed the whiteness of the

p v American® populatlon even whlle attacklng slavery

a

in Ilberty s name. (ps 37&) o
The examples illustrate that what was true for the'pre-plan st¥:ments

is also true for the post plans: the typical textbook writers us% only

_second person you and use a formulaic approach--As you have read, In

studying X, you have learned y, we have séen that X is:the case.(th%buse‘ef

ﬂg'herevis a"phony‘ first person of a rather condesceﬁding eort), As Xou"
‘recall. It makes ofe wonder'hom readers react to this ‘practice: Readera
are always students. They read, remember, recall; study, and Iearn.v’Do
che; ever feelwintimidated or threatened at the presupposutlons of thei_
A writers? ‘‘Gosh, maybe¢I did read that in Chapter IO but | sure donft

remember it--what's wrong WIth me?" The atyplcal examples show a dlfferent

style. -In [Indians], the focus is on the authors and readers: bwe have

already loeked at; or on the authors alone; we have mentioned that. Again

thempost plans like the pre-plans are reminders of what the authors said

-
A

or talked about and what the authors . J[As 1t H.] s closer to the

typlcal textbook (e.g., The sources glve you some :nsight, (you) Recal]

—

James 0tis). The focus is on’the reader,[but there s not the same'degree"

of burden on the reader, and there is variety of‘presentatione-not'the

formulaic approach. = * _ -

Only three of ‘the’ n|ne non~ textbook samples showed eV|dence of post

.

*plans, lndlcatlng that non=~ textbook authors use pre-plans about three times

as often as they do’postrplans. lf [PartQC|pat10n] is excluded,ﬁlt appears

P

_
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that textbook writers used more post plans than do the.non-textbook writers.

I The examples that follow show how the typical post~plan statement was

A
;.

written by these non-textbook writers: . 7

[T. R., Pres.] As | have noted'ea(lier, T. R.'s,militarism TR
did not loom large dﬁring‘h%s presidency. (p. ]5)’ 3

-

[Urbaniz.] We have suggested that’, unwittingly, the late
Bourbons were also creating a number of cities
‘that, once they becéme centers of polltlcal dls-

‘ content,_became far more difficult to control
. o © (p. 51) |

[Participatfon] - “As we p0|nted out, we have taken a narrower V|ew

. than some as to what partl%}patlon is. {p. 22)
The author is again prominent 1n_these post-plans.and the author or authors: -

remind the readers of what fss said or done.  The author has pointed But,

noted, suggested, demonstratéd or argued. This is a quite different set of
. B

‘ . » ’
- verbs than-that used by the(\extbook writers. The focus here is on the

author or authors, not the reader.

‘ Topicalizers. While only one non~textbook writer used topicalizers to /ﬂ

signal a shift of topic, three textbook writers used them. Here again it
§

seems that although topicalizers are not used much by the typical textbook
or non-textbook writers, they are used quite often by some atypicai't%&tbook
writers.bfThese examples show the way topicalizer§vwere'expressed in. the
. ' S S o
samples: _ ’ ' N
[T. R., Pres.] - . As for militarism, T. R..was seen much in the.
¢« company of the New York State Adjutant General

the next few days and an. Armed Escort of Calvary-

men:a;companled him wherever he went. (p. ]3)

e
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[Am. Hist.] o . So far as- strateglc plannrng was concerned the

obJectIVes of the Union were pos|t|Ve and those'
of the Confederacy nébathe. (p. 375)

[Riseldl : - There were still other eV|dences of graft in the

-federal government. (p. 38])

[lndians] Let us look at another example of the same kJnd
of problem. (p. 24)

.

°

Summary. This study iswan attempt to answer four reseéarch questions

about metadiscourse usé in social science materials. -Because so few texts

were sampled,- no firm conclusions can be drawn, but perhaps the findings
. & ‘ " I
are suggestive énough about use of informational‘metadiscourse use to be

both interesting and useful. ’

12

Question'one'askee;whether there were any differences in tﬁé amount
and types of metadiscourse used’by social science writers in materlals used
Ffor school and non-school purpose. Tables 1-3 |nd|cate that both sets of

materials showed at least some use of alk four subtypes;

>

- Aypical textbooks did not use goals but two of the three atypical ones,

did. Four’of‘the,non-textbooks used goals but the authors of the research

. .
study “used more than the other three.

-

The examples showed that there were qualltat|Ve dlfferentes in the types’

-

of |nformat|onal metadlscourse used in materlals for schoo l and non= school

purposes. Typical textbooks used thlrd person formulauc expreSslons and
concentrated on subJect matter . for pre~- and post—pians. Atyplcal textbooks

4

and non- textbooks used flrst person or both flnst and second person, dld

-

not use formu]alc expressnons and concentrated on subJect matter and struc-'d

~ ture or speech events in goals, pre- and post*p]ans.’

1
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V'InsertmTabJes'h and 5 about here.

The second question asked ﬁhether differenceS'extsted‘in the amount.
and types of metadiscourse usevacross grade 1eve1s,b Tabies b and 5 address

-.this question, suggesting that ‘the early elementary grades 3 and 4 do not

4 i

use informationdﬁ‘Eetadiscourse at all. 'The reasons'for'thisba e probabiy

0y -

readablllxy formula constralnts, concern that metaduscourse mjght obscure

S

the.content_message, and belief hat teachers shou1d do the metadlscour5|ng.
'4

N -

|

|
It is not clear why the college textbook dld not use informational meta- "'.f [ "tf
‘discourse. Perhaps the text chosen was not representative or perhaps.the .

authors felt college students‘didn't need it. Textbooks-For grades 5 and"

6 used pre- and post-plans but no goals or topicalizers. Typicai.textbooks‘

for grades 7~12 used no goals or topicalizers either, but atypical text- '

books used all four types of informatjonal metédtrcburse.‘

. . : . b

Textbooeks on third, fourth and coIIege level did not” use pge-plans..

The greatest use for pre-plans clustered around grades 5-8 with the most

use at grades 7-8 for both typica] and non-typical textbooks. Typica] s -,

textbooks and typscal‘non textbooks used about the same amount of prep]a sl,
while the atypical textbooks and non=textbooks u5ed about the same amount--

about four times as much as the typical texts.
. \ . } 3 )
No textbooks for grades 3, 4, or college used.post plans and on]y .

. three of the nine non- textbook materials used them, w:th most used by the -

atyplcal resedrch study text. Agaln, of the textbooks that used post-'

P [V

plans, most were for grades 7- The typucal tex§books used more than ﬁﬂ\k

typical non= textbookS‘-four times as much The atyplca1 texts of both types'

used more post phans than the typlcal texts, but overall, the percentage -

-

iy
was,the same for all textbooks and nonetextbooks.-;Typncal textbooks uaedij”ﬂ ’
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N . o L L
about the same aqount.of pre-plans as post-plans, but atypical_textboqks’
_ - e C9rTe

used twice as many pre-plans asnpostépians; Both typlcal and atyplcal AR
non- textbooks used more pre-plans than post- plans. o o ,“

Topicalizers were used ﬁnly on the college level with typlcal text-
- W A

books (and then only once) and~only ‘on the 7th and 8th grade Ievel for the

atypical textbooks, but.were,used rather frequently in that text. 0nly

4

Table 6 anSWers the question about whether typical vs. nontypical

publishers of social science textbooks on the same grade.level use ifAfor-

-

mational metadfscouree differently. The data indicates there are large

. , . .
:differences for grades 7-12 between typical &extbooks published by Ieading‘
publfshers for the general populatioén andwatypical'textbooks published for
a special above-average population by leading publishers. or a,univereity
.press. The'atypical textbooks tended to use all four subtypes and to use
them extensnvell while the typlcal textbooks used only pre~ and post plans.
The qualltatlve data show that there are also dlfferences |n style and - Y
content between typical and»atyplcal publishers.in metadwscourse‘state-
" ments. The_typical- publ.ishers€focus on the reader and toplcs only in a

standardized format. The atyplcal publishers, however, felt free to focusj -,”

'; on the aUthor,.focused on structure as well as subJect matter; and'us%d

more Variety_in expressing fhe metadiscourse.

Table 7. shows that Harcghrt Brace'JovanoVich‘(HBJ) used some of the -

four subtypesddifferently at'different'grade leveTs.- Although none of the
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thnee HEJ textbooks used goals‘and only one inétaneeAOF:topfca]iier was
used (|n grades 9- 12) there. were differences |n uae of pre- and post-

plans. More of botH’ktnds, pre- and post plans were used at grades 7 8
than at grade 5 or grades 9*]2 Grades 9-12 had more pre-plans than‘grade -

5; dd“Jgrade 5 had more post-plans than grades 9- 12 Grades 7-8 had more o ':,;,h

L
T

a

post- than pre plans also, perhaps indicating that this publlsher (and

others too?) feel students need reviews more than they need prev;ews of

L
subject matter.

Insert Table 8 about here. =~ = R

Question four dealt W|th the |ssue of whether non- textbook SOCIaI

ce ¢

science wrlters used d;fferent amounts or types of |nformat|onal metadls-
course dependlng ‘on whether they were writing for a genera] audlence or a

specialized, audlence. It appears from Table 8 that there are quite,large .

v

di fferences in |nformat|onal metadlscourse use for general and speC|aI|zed

’

~audiences. The texts written for the speqialized audience (readers
|nterested in soc1al science or.social scnentlsts) contain much more infOr-
- .2 .
mational  metadiscourse of all four types. Very Ilttle metadlscourse was -
v Ad .

. . . %

used for general audiences. Informational metadiscdurse seems charac-

.

teristic of acadenic non-textbeok writing based.on this small sample.
The quantitative and qualitative data from these 18 texts suggest that
the answers are yes to the four.research questions for these. texts and

perhaps also for other texts like them as far as informational metayiscourse

use is concerned. ‘As potnted out earlier, ‘it is hard to conclude anyt ing

from such a smal] amount- of data, but the suggestlve results ﬁpr tnforma'

r & A
tional metadiscourse leads to questlonS'about,thevother maJor kind of
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L . . . o . -

metadg ourse; attitudinalf"Is.thetsituation the same or'differeht? What

L T v . ¢ La : g A o . *
“y .. . are the apswers to the research questions’for attitudinal metadiscourse? ..
y o . Insert Tables 9 and IO about here. .
$> : s o o s e B s 0 vt S o S vt G- M G S g 0 R e awe Gt o S s P s Bt . )
Flndlngs for Attltudlnal Metadlscourse Based on Tables 9 and 10 BRI

O The use. of - attltudlnal metadlscourse is quite dlfferent from the usé
Siooa T dfof infonmational,metadiscourse. If all f0ur types of |nformat|onal meta—

! hY

discourses are collapsed, it appears that over all sample texts, non-

I3

-

e textbooks used more informatrVe metadiscourse thah tex#books but the:

’

’ . . :«I : ‘. -
differences are not very large. There are larger differences-in the use

of attitudinal metadiscourse, however. Nontextbooks used attitudinal >

3
a

types ahout twice as often as did the textbooks.

~

. -~ Salience. HNone of the textbooks for Grades 3-6 used saliéncy~meta-

‘discourse, the type that explicitly uses words like important or primary

v to indicate the author feels that.an idea or event is salient and.important; .
» ot - ° | ) ° t. . )
. This finding was surprising. Apparently the authors presented all ‘ideas as

-

equally important to the/syudents'or used non-explicitiways of indicating -
L importance. Many more saliency statements were found in'the typical téxt-,
books‘for-grades 7-8,than for ‘the atypical 78 or for high school or

eollege,.avtext-specific feature, no-deubt. The,others qsed saliency .

about the saine amount. Although three .of the nontextbooks.did-not cOntain'

.

saliency statéments, the.other six did use it, and used lt to a greater

-

.
degree than did’ the textbooks, about twuce as much The atyplcal nontext-

. -

book research report authors used it much more than the typlcal noﬂtextbook
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.IauIPors qL‘the atypical textbook authors. The way saliency statements were

typically expressed in textbooks and nontextbooks is seen in these examples:

[Americal] =~~~ The most serious problem dividing the North and’
. o T ‘  South was slavery. (p. 433)" -
[Indians] = - We can see how important it is to know exactly

whére all the finds discovered in absite were
located Ey Iooking at some of the findings from
the Schultz excavation. (p. 12)

[Rise] _More important,.the.Free-Soilérs won 12 seats

in the House of;Repfeséntativés‘ (p. 315) -

[Am. Hist.] ‘ And these advantages became more significant as -
) ' the conflict continued agd fhe'superior economyi
of the North became geared fon’waklbroductionw_.
(p. 375)
[T. R., Prés.] The’mosi fundamental characteristic of Théodore
Roosevelt was his aégression-*conquestbbeing,

to him, synonymous with growth. (p..7)

o

.- [The Ams. ] The Amijjcans' sense of mission ana pride, their
confidence in their power and invincibility,
but above all, their pragmatism, the need to

. ©~ fintsh the job at all cost, prevented them, until
it was too late, from admitting they had made a
mistake, and from packing up and leaving Vietnam

to its tragic destiny. (p. 36)
[Urbanizi] - Santo Domingo's survival is explained'primarily
by the rapid accretion of imperial political
functions rather than autohomous agricultural

or commercial deVelopment. (p. 29)

[Defeat]r The crucial word for our purposes is ''separate."

(p. 23)
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.[Uprooﬁed] As impoftént perhaps Qas*thé fact that Wilson had -
never really broken through the limitations of
Mg traditional reformer.” (p. 225)

[Participation] -~ This distinction”is important, especially in an

era when so much attentjon is focused an the

’

political mobilization of citizens in the ”§dpport“

‘sense. (p. 2) - o < L d

Because there are s§ few exambles of saliency for the textbook samples,

it is difficult to say anything quaiiiatively‘about the differences .in use
for thé_two kinds of texts. One difference might be the tendency for the

. _ ‘ | ] .
textbooks to use saliency to refer to concrete people or events more than . ..

abstract concepts and ideas. .In:the»textbooks we see that Railroads are

“important, Wounded: Knee is important:”etc. In the nontextbook exampfés,

s

giving saliency to concrete nouns wasn't noted--saliency was given onlyito

abstract nouns. Both textbooks and nontextbooks used:saliency to point out

»

the importance of concepts and ideas (e.g{, Problems are serious, knowing

.

the exact location of all sites is important, winn?ngvlz.sgats_of Free-

Soilers is important, preachings are important, characteristics érevfundé-

mental, pragmatism, above all,'prevented them, survival is explained
primarily, the fact that Wilsan had never . . . is as ,important). Because
the nontextbooks are not survey courses and - therefore treat ‘the subject

matter in depth, saliency is also communicated to the reader with the

.

number of words devoted to the subjeét and amount of fepetftion, as well

v

ﬁg

.

as explicitly telling readers that somethi is salient. It seems strange,
then, that the textbooks,,]ackihg the depth; détail,»énd reduhdanqy d?d
nbt use more saliency to explicitly mark important eyenté énd concepts. -

Another difference is the Tack qf_author présence‘fbr the typ?caP textbo?ks.,

L

Lot
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Emphatics. This type of attitudinal metadiscgurse‘?hdieates how

certain an author is of the primdry message. It is‘charactefiatic of

persuasive and'argumentatiye'writing because the author uses concessives-

i

such as True or It is true that X is the case; but Y is; or clearly X is;

the case; still, Y is. Authors also use emphatics to emphasize that what -
they are propounding should be believed such as of eourse,-indeed;factually,'

L8

.

or in fact.
- For the texthooks, Table 9 indicates that about’ three times as-hany

.emphatlc statements were used as saliency statements, twice as many as.

hedge statements and five times as many as evaluative statements. The
. .h;_ atypical textbooks ﬁor~graues 7-8 and 9-12+ used more emphaticesfhan the . Lo

_typical textbooks. In the’typfcal textbooks, most of the emphatics wéce-, o

. foung in the textbooks for grades 7-8 and college.‘ The hlghest frequency

of emphatlc statements was found in the atypical textbook for 9-12+.° The .

textbooks for grades 3, 4, and 6 had no instances of emphatics and'grade 5 &

had only one instance. The nontextboeks, however,lused a great deal mere |

of the emphasizers than did the textbooks.

. 'All of the nontextbooks‘showed a high incidence of emphatics use, more

than any other attitudinal metadiscourse. The nontextbooks with the |

highest frequency use were'the atypfcal [Paftftfpatton] and typical, [The'

- Ams.] from Harpers'. The lowest amount of ehphatiia was found in [Cance] .
harpers

from National Geographic thCh was still hlgher than the amount found in the

atypical textbook with the hlghest amournit. The nontextbook writers apparently S
feel free to<intr%de'on theirupnihafy discourse frequently to comment on o
-the belieyability and certainty of their statements of fact whi]e'the

textbooK writers do not. The reason may either be that readers of
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nontextbook materials are older and more critical-readers, needing to be

.

persﬁaded by the aythors, or the: authors want_the»eﬁphatfcs to lend a note

a

of infofmalit§ and personalify to the text. The textbook authors, since ‘
they are the authorities and young reader§ are not critical readers who
are used‘tb questioning au;hority figu}es, may not fee]-as great a need
to use emphatics. Emphatics are used by a writer tO’persdéde réaders to

. s

'believe me." Textbook writers no doubt do not see themselves as needing
to persuade young readers since they are the 'truthgivers' far the content
" area called social science. The examples of representative ?zgpbssionS’

_with emphatics follow:

[indians] ) The students' picture of America's white settlers

is obviously wildly inaccurate. (p. 1)

[America] As you would expect; the new party-had almost
¢ | . all its strength in the North. - (p. 433)
[Rise] To be sure, many people in all sections shared
. "' commen institutions and beliefs. (p. *\2
[As It H.] ' In fact, once we have the concept of stafus in

mind, we can see that status exists in most social

" groups. (p. 6) o ' ' .

[Am. Hist.] Indeed, Poe's writings influenced European
literature far more than did those of any other

nineteenth-century.American. (p. 319)
What seems characteristic of typical textbook’emphétics use is the

focus on the student, as usual (e.g., As you would expect,, Obviously you

cannot); while the atypical use focuses on the authors and readers together

or historians in general (e.g., We do know that; In fact, once we have

the). It also seems that the typfcal textbook writers use the emphatics -

13

3

. ,;{}>1
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to point out the certainty of what other historians agree on rather than

"on a particuldr statemept propounded by the authar as his own statement b

of fact (e.g., Ind%?d, he [Calhoun] insisted;.fn fact, the Proclamation

freed no slaves at all). Such statements are }eally verifiable statements
while the ones expressqd'by'the atypical and college textbook authors are

opinions (e.g., The students' picture is; obviously wildly inaccurate;

/(.

Indeed, Poe's writings influenced European 1iterature);_

The nontextbook exam;)es that follow vaﬁF';hqw several diffepences_inv

their use of emphatics from the typical textbook use. There is: often the

use of first person with the emphatic: Yes, Hokule'a was our classroom,

change we have witnessed aplenty, to 'be sure. The use of of course or

to be sure is not always sentence initial but often sentence medial or
—_— . : ,

. ~3
sentence final position {e.g., T. R. realized, of course, that; Europe'syg-

fear of the Soviet Uniop is, of course, paramount). Thé effect on the .
reader is different when the eﬁphatic is nét sentence initial~~the author
comes across'more. softly and civilized, less authoritarian The use of a
concessive emphatic in conjunctioniwith a signal such as buf or yet for

thg pro statement is another characteristic (e.g., It is true that X, but;

There is no doubt that X; but). Another characteristic is the use of an

emphatic for irony: ''Henry Stee]e Cgmmage, another-Pennsylvanian (surely
there is no signiF}cance init) . . ;” [Another L.] (p. 51). The nontext-
book authors appear to usefémphatfcs in a méfé soéhistfﬁéted and argumenta-
ti've faéhion: ; s |

[T. R., Pres.] ‘There is no doubt that in youth, and again in
» '3 old age, he was in love with war; but oddly

s

enough, . . . (p. 12)

-

- 45
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[canoe] S And, of course, how preC|sely we flnd our way,
without the help -of sextant,'compass, chrono=-

:r. : ' . . Jmeter, or chart. . (p. 480)

[Kennedy] It is true that ElsenhOWer recommended a con~-
t|nuat|on of the CIA operation against Castro;

- .

but he . . . (p. 53) ‘

[Uprooted] Certainly‘the immigrants in agriculture did not
need to guard their boys and girls against the

influence of theVStreet. (p. 256)

[The Ams.] ™ Admittedly, mg'st American hopes are more than

America or Epirope hopes. (p. 34)
Hedges. Hedges are used by both’' textbook and nontextbook authors about

half as much as emphasizers aS Tabl s 9 and 10 show. The same textbooks that

The other textbooks had consnderably fewer hedges than they de

4

emphasizers, [As It H. ] used 12 empha5|zers but only two hedges and [Rise] .
used eight emphasuzers but only,four hedges. Although some nontextbooks
used'emphasizets and hedges about equally such as [Uprooted], with 24 .
emphasizers ahd 27 hedges (this is the only case of more hedgee than empha--
sizers), most of the nontextbooks had faf feWer hedges<than emphasizers.b
[Defeat], for example, had 24 empha5|zers but only one hedge In general
the relationship between emphasizers and hedges was the same for both klnds-‘ ,t L
of materials, a]though'nontextbooks used much more of each'type; |
D The following’textbook.examples illustrate what is characteristic of.'w

the use of hedges by the textbook writers. The typical textbook writers

often use hedges to refer to what someone else thought about a situatioh

7 7

or fact, a seeond,order'use of hedging (e.g., They had hoped the free State'_'
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would let them go héatefully or perhaps meet Cohféderate'demands; or To v

some it seemed that). MNotice thé use of third person or indefinite pronoun.
rl . " -

. t v . ‘ . o o ) .
In contrast, the atypical writers do not use others.to hedge ‘but do. the.

hedging themselves, a first order hedging (e.g.,.There'might have been fur

traders before this, probably they spent another ten thousand, but ft'dOéS""

. A
P -

seem clear that). The atypical.writérs Qse‘hedges di;7ttly; the typical

writérs often use them attributively:

E]

» .t

- [Chicago] B There might have been fur traders before this.
(p. 128) - o '
i [The u.s.] They had hoped the free states would let them go

peacefully ‘or perhaps meet Cdnfederate-demands.

| (p. 163)

[Indians] . Probably they spent .another .ten thousand 6r,ﬁofé’ :
’ ' years maving slowly from Alaska through North and )
€entral America to the southernmost part of the N

continent. (p. 60)

'A[Rfse] 7 » -t séeméd likely that'thevlong_periodlof compro- -

mise had come to an end. (p. 322)

[Am. Hist.] The abolitionists might have accomplished more
' reforms in the North if it had not been for the

P ' - " widespread anti=Negro if not prosldvery feeling
' ‘there. (p. 335) | '

’

The following examples show what -is charap}eristic of the nontextbolak hedges:

[T. R., Pres.] *This was perhaps understandabie, in view of the
' " fact that a President had just been assassinated,

but it is a matter of record that . . . (p.  13)

¥

[Canoe] The canoes probably exerted a ''shaping' influence

on their makers. (p. 475)

-

o4y
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[The Ams.] = Such solutions are the handiest and easiest, and =
C " may, of course, ‘be the best, but may,~occas?onélly, -

..be "the iwarst. ;nwaadJﬁﬁErent context and time.:

GRS DR rﬂ

[Urbaniz.] Vi __We suggest that, ﬁﬁﬁ?ﬁttlngly, the late- Bourbons

{ were also creatlng a number-of cities that, once
~ ) ‘they became centers of political dtscontent became ,
. <:j//// far more difficult to controli (p. 5}) . L

[Another L.] . "t seems to me that there lurks in the social

*

literature of the past several decades a‘suspieion“”
that, the United States is presently goihg througﬁ’
some kind of discontinuous waterShed. (p;'hl)

[Defeat] o It is probable‘that Pre5|dent McKinley deC|ded on
annexatlon before he hit 0n |ts logic or Just|f|~

- cation; but . . . (p. 37)

[Kennedy] , It might not have been possible for the Romans to
5 protect an expanding perimeter of power, one
thinned by its extension to enclose the known world;‘
: But America . . .-(p. 63)
Participation . This, of course, is an oversimplification in that

all societies will.have (and probably need) some

. mechanisms for popular control. (p. 286)
Several characteristics distinguish the nontextbook use of hedges. Non-

textbooks seem to make more use of modals (may, might) and certain verbs

]

(suggest, appears) and qualifiers (almost, generally). They frequently use

the adverbials (possibly, probably) but also use the more formal'anStfde-t

tions (It is probable that) at times, whereas the_textbéoks do. not. " The.

" author - often jntrudes as,the,narrator'(lt'seems‘tb me, we»§hggest; | think
that). .Hedges are often used adjacent or close to”emphetics.with the effect ':

of toning down the emphaticsi(may;.of-course); are often used in parentheses
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(and probably need), resulting in a more informal tone; and are used-in"

conjunctlon with sugnals as buf for the pro argument (perhaps understandable,

but) The nontextbook writers use more hedges perhaps because they keep |n

£
LR

mind thatgplstory is memory of the past\rather than a record of the past

*

and that many historians often dlsagree about Issues ﬁqch as causes for

the Civil War. The textbook writers more often use flatiassertions;such_‘;
' ' Lo |

as this one: ' v : o
S - : S )

[Americal] - The war [Civil War] was different from earlier wars . -

in its effects on the people.'
Evaluative. The last of the attitudinal subtypes is evaluative, the

type wqﬁfe authors intrudé to comment on the content of the primary dis=-

coursevproposftions with expressions such as,fortunately or oddly enough,

Textbooks used evaluative metadiscourse less freduently than any other type N

of metadiscourse. This was found for both tYpical‘textbooks .09 and
atypical textbooks .04. The typical textbooks for grades L-6 used no
evaluatives at all while the textbook for grades 9~12 used .30 and the .

eollege text used .04. The atypical textbook for gradesv3 and 9-12+ used

no evaluatives, but the one for grades 7-8 used several, .10. The sitdation

v :
is different for the nontextbooks, however. Overall, the nontextbooks used

about five times as many evaluatives, .44, as did theAtextbooks,:ZOS.
Interestingly, the atybical_nohtextbooks used no evaluatives,'while aJ1
typical textbbeks used them -52.  The evaluative type of metadlscourse was
the only type not used in the atypical nontextbook. The freauehcy’éf use
varied c0nslderably among the;tprcal nontextbooks. 'The frequency for

[T. R., Pres. ] was 1167,»while for [Defeat]'it was .17 Examples follow -

demonstratlng evaluative use in textbooks and nontextbooks{/



hard to say much about the dnfferences between‘thelr use in textbooks and

7 ) e

.. .‘a;__ . : ’,‘\ b,
" Methdigcourse
~ . : L. : . - .
[Amf.Hist.] a The great letﬁrag force was, ironically enjzgh

' the pruncup7l of state rights. (p. 384)

[Indians] Unfortunately,,most Amerlcans know far too little

about the~history; or th current problem of Indian

3
Americans {to be able to- scapé from the - securrty of

1 ‘thelr steredtypes of Indians. {(p. 2) ‘—\N¢;7

[Riee] - Given theSe dlfferences, it is not surprising that
people in each of- the three sectlons held radlcally
~ different views about such issues as |nterna] improve- .

ment at federal expense, tariffs . . . -p. 31y

[T. R., Pres.] ~~it is paradoxucally o) much a part of his vurtues,
\g both as a man and a pol|t|C|an, that | will come
back g?f\‘ in more detail later. (p. 4)

[Canoe] - The problemvbegan, ironically, because of "safety,
feature''~~a mounting frame that has been.added for

an emergency outboard motor. .(p. 485)

W[Kennedy] Astonishingly, Theodore Sorensen wrote that after
[/ , the failure of the invasion Kennedy was ''grateful

that he had learned so many major lessons . . "

(p. 5b4)

[Uprooted] It was not surprising that the boss-should see in

the stirring of reform interests a threat to his.

~own position. (p. 217) - .
'[Urbaniz.] , Paradoxncally, because of thelr coastal locatlon,i
3 urban-based Portugese merchants never ,
~ . » : e
enjoyed . . . (p. 43) _ o
{Another L.] Co It is |nterest|ng to note that Turner saw us as R
- .havnng been determined by an envnronment that . . . 7
Ap. 45) o
W|th so few instances of evaluatvves used by textbook wrlters, it fs - ‘)ﬂ'

-

o1
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nontextbooks. It is possible to point out that only on the college level

does the evaluative lronically appear‘ Ironically like paradOX|cally

lnd|cates that the author feels a S|tuat|on or expressnon is an. example of

lrony or paradox both«complex attitudes or tones. Young students'would

Al

“no doubt find it difficult to understand lro;y or paradox because of its

compleX|ty and the fac¢t that they probably have not been taught about these

rhetorical devices. Evaluatlves unfortunately and lucklly are used in the

- <
“atypical textbook for grades . 7-8. Perhaps these f%gllng expressnons are

more simple and easy to understand for young students. The nontextbooks

f use both sumple Feellngs or attltudes toward the subJect matger such as

.

unfortunately, aston|shlngly, what is. strlklng, it is interesting to note

and it is not surpr15|ng as wxll ~as the complex attltudes such as- para-
dox:cally and ironically. Nontextbooks also use evaluatlves such as

properly speaking (which means technically)‘to comment'on‘the prototypical-

ness or fuzziness of subject matter category. The maln dlfferences between-

«

the two kinds of texts seem to_be the wall|ngness of the nontextbook P

writers to make subjective Judgments about‘the prlmary d|scourse content‘

. .

and the fact that the evaluatives used indicate both simple and complex

attitudes.

Insert TablE§'lL 12, and l3 about here.

s | ] 2 Zewemeeccacc oo o—--wo .- Y - i - o = - - -
. -

Tables 9,_l0, Il.and 17 indfcate that for questloq}gz;’there are

indeed differences in the amount and'types of attitudinal metadiscourse
S . . -
. : -
used by social science writers in materials used for school and.-nonschool

) 2
purposes. A1l four attitudinal types were used more often by the writers

€or nonschool purposes. It is interesting that the order from most used-

A S )




emphatic —> hedges —> salienc® — evaldative. With the exception of

atypical nontextbook writers used all types except evaluative. What little o RS

- expressing attitudinal metadiscour§e while the textbooks prefer more dis-

Nk

- . .

o , ;
_ - Metadiscourse
. . . . L -

L8

to least used was the same for both nontextbook and.textbook writers:

'

four hedges and one emphatic no, attitudina1 nletadiscourse ﬂga used in

; ' o
textbooks for Grades 3-6 The typlcal nontextbook writers.each used

Fars

emphatics, hedges, and evaluatlves, while only 50me used sallence The

attltudlnal metadlscourse that was used in textbooks seemed to be: used.the
' L}

most in the textbooks for Grades 7-8, the same grade-levels that used
” :
»
lnformational metadiscourse most frequently. )

The qualitative.data, the examples of attitudinal métadiscodrse,-a]So ' h S,

sugdest that there are differenees in the types of metadiscdursé used and @»AV- : {«é
the. way they aretused in textbooks and nontextbooks. Textbooks seen;td

use attitudinal metadlscourse to refer to concrete people -or’ happenlngsvin‘
the pr|mary discourse while nontextbooks use it to refer to abstract con-

cepts as well as concrete phenomena. Another difference is the’tendency3

of nontextbook writers to intrude into the text with first'personwfor
‘ — '

i 4
tance and used second or third person. A third difference is the large

amount of emphatics and hedges used by nontextbook dritere (individuaiiy
and in pairs) to argue their poTnts. The flnal dlfference is that textbook
writers use simple. evaluatlves only (and very few of them) butrnontextbook
writers use both simQ}e and complex evaluatives. |

Tables 12 and 13 answer the question whether dlfferences eX|st tn

. amount and type of att|tud|nal metadlscourse use across grade levels, ln-'_ a

general, thereAseems_to be a trend-toward increased use in textbooks from
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grades 7*8 to_college., Apparently, the older'a'studeht gets'and-the-farther

along in his schoollng, the more exposure attltudlnal metadlscourse he

recelves,. The high level of attltudlnal metadlsccurse found for: Junlor

high.may_be specif?c to the typical and atypical samples‘used. Mgre

K

N research is needed to aeter?ine if this is,'in‘tact the cése._ Aitho:;h ’
.

) there may, be other reasons, some reasons for the lack of attltudlnal meta-
drscourse may be neadablllgy formula oonstralntsland the béllef that SOCIaI
studles materials must be presented obJectlve]y and authorltatlvely 5|nce
they are ”lnformatlona}” rather than persua5|ve and |nterpret%t|ve

Lﬁ Qmaterle]s. The‘eualltatlve data showed that'evaluatlves are used differ-
ently on the col lege level from other levels. ) Yoo -

s o "t e s e o P 0 O o = o e s W o >~
A

| - Agcording to the data in Table ﬂ% typical writers for textbooks in

\ L

El - +

Grades‘7r8 and 9-12 used morer salience hetadiscoursefthah’atypiCEI writers.
Typical writers for Grades 7-8 used more emphaties but fewer hedges than

. . L S
did the atypical writers; but typical writers for Grades 9-12 used fewer

. _emphaties andvmore hedges than did atypical writers. The tYpical textbook

o

writers for Grades 9-12 used more evaluatives than did any other textbooks QQ%D

writers for aqy/zjzjz?$\\§able 15 shows that Harcourt Brace Jovanovich uses

metadiscourse differently for each grade level. For Grade 5, only emphatic :

! . ' : : ¢

and two hedges were used; for Grades 7-8, salience was used somewhat, while )

-

no hedge or evaluative metadiscourse occurred; for Grades 9-12, all types -
) o . o N
. ~of . attitudinal metadiscourse were used to some extent. The differences are
’ - o . ( . .
for both types and frequency of use.

”

A4 - -
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Insert Table 16 about here. , R
--------- AP--—----.--A-——---.'-—_ ﬁ' L /.b\v\ .

The question of whether the type of aud:ence made a dlfference in thef

-

amount and type of attltudnnal metadlscourse use in nontexfbooks is addressed‘

¢

in Table 16. The data here suggests that audience does make avdlfferehce;

-~

*More attitudinal metadiscourse of each type was'used for the seecialized‘
, 9

w -
audlence than for the general®audience, but%fhe frequency of use was 5|mular

. Al ».

for all except for sallency . The non-textbook mater|als-for speC|al|zedM

‘s

audlences contained more than three t|mes as many salience statements as

e
d|d the materlals for the general audience. .

>

-

Summarx. The quantitative data from Tables 9-16 ‘and the qualitative
data suggest that as was true for informational metadiscburse, the answers

are yes to the four research questions as far as these particular texts
. ; ' v .

are concerned: (a) Are thére differences in the amount and types of meta-

-

‘discourse used by social science writers  in materials used' for school and

" grade level? Or for the same publisher on ijferent gradeLTevels? (di Are - -

2.

. « - ] ) R
non-schogl purposes? (b) Are there differences in the amount ard types of

. . . 4. : ‘ ' :
metadiscourse used in social science textbooks across grade tevels? (c) Are

there differenges among publishers of social science tethooks on the same

o

]

there differences in thé&amount and types. of metadiscourse. used by ‘non=-

“textbook social science writers who'ﬁrite for different audienees? A .

Insert Table 17 about here.

|Summary Table 17 shows that nontextbooks used more. informational meta- - :

discourse than did the textbooks and also used more attitudinal metadiscourse

“than did the texbdoks. The total metadiscourse used in nontextbooks is about

P
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twice as much as that used in textbooks. ’TYpicaljnbntextbooks used moﬁé.
attitudinal metadiscourse than typical textbooks bui a little less informa-
tional than f;bical fextbooks. The'atypical nontextbook used over five
times as muchmetadiscourse as did the atypical textbooks. The atypical

writers of both types of materials used twice as much metadiscourse és did

R

the typical writers of both school and nonschool materials. Atypical text-

~.
.

book ‘writers used over twice as much metadiscourse as did the typical '

textbook writers. The atypical nontextbook writers used-over four times as

much metadiscourse as did the typical ‘nontextbook writérs. What seems
. 3 .

clear is that in comparison to other kinds of social science writers,

- Ll

typical social science textbook:writers did not use much dttitudinal meta-

"discourse and in comparison to atypical textbook writers, theywalsolusgdv

much less informational metadiscourse.

Further Observations and Discussion About the Social Science Materials

For the purposes of this study the linguistic indic§tofs of metadiscourse
were modals, speéch (discourse) event words, sentence adverbials, ién-p) -
referentiai "it'" constructions. Thé study was limited to the sentences
found in the connec£ed discourse of a text chapter or articje and did-not'
iﬁclude end of the unit/chapter qyestions/aciivitfes or teach®er's mahuals.
Because the focus was on sentences‘oﬁ the dfscourse, titles, subtitles,
boldface type and other textual aids were not counted as metadiscoursé.

. ’ [
In this section examples are given of metadiscoursé found in textbooks

that are found at the end of chapters or in teachers' manuals rather than in

-‘b - v . °
‘the text itself (implicit metadiscourse) as well as examples of metadiscourse
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found jn the text itself (explicit.metadiscourse). Examples from typical
textbooks and typical nontextbooks are then critiqued for text charac-

teristics that enhance understanding, and the diffe;pnces between them are

pointed out:
L,

The Textbooks

Evndence that authors and publlshers may not realize or think that it

D P .

is approprlate to incorporate metadlscourSellnto the primary messagevltself
comes from the‘atypical text 1, [Chicago], in Chapter One. In this text the
post plans whlch consist of a summary of the ba5|c understandings the
students are to have are at the end of the chapter. Accorddné’to the
teacher's manual, which is also used for metadiscourse, studenps should

know these main ideas:

oy

NOW YOU KNOW (Student Text)

Chicago is a busy and beautiful city.

Chicago is the crossroads of the Midwest.

Lake Michigan affects Chicago's weather. ‘ \
Chicago.is changing every day. . | : ./// .
People of Chicago are proud of their city.

CHAPTER ONE (Teacher's Manual)
Basic Understandings

1. .Lake Michigan and the Chicago River afe important °

to Chicago's busuness and industry.

+

2. Lake MJchlgan helps to moderate the extreme hot ‘and

cold temperatures

3. Chicago is in a state of flux, it is rapidly grownng

pn——

and changlng : ' - o

Q
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k. Chicagoans have an "I WII]" spirlt that keeps the

C|ty alive and 90|ng.

CHAPTER ONE--CH1CAGO--A GREAT.CITY (Teacher's Manual) : .

" Chapter Theme: Chicago is a busy midwestern eity that

is ‘always working, building, and changing. Because of

its midé?e west iocation, it is the crossroads of the

nation. | o -
.The metadiseourse for the pre-plans is found in the section called Chapter
Theme. This would correspond to a thesis statement as an advance organizer
and top}ca]izer. Notice in the example, however, that there are several
themes--that the embeddings make it difficult fof the teacher to ‘know just -
what the main generalization is. The topic seems te be Chicago. And

teacher (and students) find 'out that Chicago'is:

busy

mi dwestern
always working
elways building
always changnng

the crossroads of the nation

There.are‘a serieé of concepts--presented in an order ) The normal,. eenven-i
tlonal procedure is for an author to use the thesis (or Chapter Theme)
statements as an organizing device for the chapter, presentlng the develop-'
ment of each concept in the same(order as presented in the statement/s and
presenting them in a logical order, from least to most’important, etc. . What
I noticedhwas’that‘the Beeic UJHerstandings for Chepter One in the‘teachef‘s
. manual did not matth the Chapter Themg‘in topic or order of presentation.
Lake Muchlgan and the Chicago Rlver, not Chucago, is the topic in Basic
Understandnng number l. Lake Michigan is-the toplc»for number 2 and

5%
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Chicagoans for number 4. There seems no direct connection between Lake

Michigan and the Chicago River being important to Chicago's business and
industry and the Chapter Theme statements. There is no connection between
Lake Michigan helping to moderate temperature in Chicago and the Chapter

Theme statements either. But Chicago's being in a state of flux is

¢

- related to iﬁévChapter Theme. Chicagoans' ha;?ﬁg an ' will spirit" is

3 -
notkrelated to the Chapter Themes but is related to the textual information - .
in Chaptef One. No rationalé or explanation of why the Chapter Theme ig'
significant ‘or Tmportant to know is ?iven,
The.éuthor'sb(thapter's) goal';Ian is given in the section called
Suggested Method for U;e of Chapter One.
.Suggested Method for Use of Chapter One:

¢

This chapter is intended to help pupils understand the importance
of Chicago's location~~ The city's size, weather, geography, and
rate of growth are also discussed. The following quéstiohs'help‘

introduce the chapter.
| noticed here that the purpose is to understand the importance &f Chicago's
location but this is not clearly reflected in the Chapter Theme statements

and is not reflected at all in the Basic Understandings. The Mow You Know .

‘box for the student is a mismatch of concepts not directly matched in topic .

’ ‘

or order of presentation of the text or .the Chapter Theme, Basic Under-

standing, br Suggested Method for Use of Chapter One in the teacher's manuél.

‘The students and teacher reading the text would find the mismatch-in order

of presentation of topics and frequent topic shifts of the Now You Know box

" . to be problems. The fext sdbheadings begin with Chicago as.the topich ’Qa‘

Midwest —> Chicago, —> Lake Michigan énd rivers —> prairie land —> Lake ~

e . N v i
Michigan. T ’

.
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-The implicl; metadiscourse supplied to the student; in the form.ofvthe
Section Heading Question is misleading. The questioh’asks‘“What makes
Chicago a Great City?" The student»should expect to find clear reason§
given to explain why it‘is a great city. The first sentence restates the

question as a statement. Chicago is a great and wonderful city. This is

-3

‘the thesis statement for this section. But notice the confpsion'ff students
tried to find the reasons in the parag_apﬁs,that-follo@,,asSUmfng paregraph
one is introductory: |

Thesis: Chicago is a great-and wonderful city.

Parggraph 2 (because) 1. It is the youngest of the world‘s great
cities.

(because) 3. The many miles of Chicago's lakefront shore
make Chicago a beautiful place to live.

- (because) 4. It ranks among the most beautiful cities
in the world.
Paragraph 3 (because) 1. Chicago_is a city of friendly people. "

(because) 2. Visitors notice the friendliness right away..

(because) 3. They enjoy coming to it on bus{ness, to shop,
to study, to have fun. ~

(because) 4. So_much to do and see.

(becauseh 5. Chicago is a city of warmth and excitement. _
Students might wonder about the connectlon between Chlcago s bFlng great and
wonderful and its being the youngest of the’ world's great c|t|es What use
should they make of this fact or the fact that it is the most American'off'
all American cities or thet visitors notice the friendliness and enjoy coming -
Jto it in bUsinees, toashOp,,to study and td-héve fuh7  WOuld studehts wonder
whether visiters‘enjcy coming because of  the friendly people or Because of
. the many things to do and,see?i (po you‘sUppose tﬁird gfaders might think
‘Vthat social science textbooks'should read like a\?fﬁiel brqchure--fcll-of~:

‘ marvelous value judgments?) _ ' o //
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In contrast to such indirect implicit and misleéding discourse 25:;"

[Indians] has an abundance of direct and explicit metadiscourse. ‘The

following excerpt is the third of the introductory paragraphs for Chapter:

RS

11, "The Past of America's Indians'': (The sentences have beer numbered

*

for easy reference.)

]In this chapter we explore some of the facts that are known,
as well as some of the guesses we must make, ‘about the prehistory. ;
of a group of lndian Americans who lived- near the Great Lakes.

We do this by exploring carefully the findings of excavations of
one Indian site, at Green Point on the Tittabawassee River near.
the present-day city of Saginaw, Michigan. 3The 'site is typical

.of many of the:sites that American archeologlsts have dug and the
methods that we use to explore the findings of the excavation are
also typical. However, the results ‘that came from this one
excavation are relevant only to the prehlstory of one Indian people.
SWe are sacr|f|C|ng generality to explore in detail the complex
history of one particular Indian settlement-=but this particularity
is what American Indian archeology is all about. OWe will only
understand what really ‘happened in the past of the Indians, how
they learned over centuries to live in their environment, by
exploring many such individual sites and then piecing together the
findings. 7Archeology is like a jig-saw puzzle that must b
started from all sides at once; wg must d$olve particular questions
and, as we get®answers to one set\of questions, we must ask how
‘these answers fit with what has been found from excavations of
other sites. '

*This chapter draws- heavily upon James E. Fitting, Ed., '"The
Schultz, Site at Green Point: A Stratefied Occupation Area
in the Saginaw Valley of Michigan,' Memoirs of the Museum of
Anthropology, University of Michigan, #2. See also James E.
Fitting, Archeology of Michigan. ({p. 7)

Notice that it is the authors who are commenting: ''In this chapter we

explore some of the facts . . . as well as guesses . .. .! (p: 7) Students

get metadiscourse telling them what the topic is or the ''aboutness' for the -

o

chapter (the pre-history of a. group of Indian Americans who live near the-

S : , I
Great Lakes) in the firgt sentence. Sentence two tells the students.

6u o
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(they will cafefully explore the.fihdingg of one Indian site). Senfefice
three gives the '"why' (the site is typical and the methods the authors use
to explore the findings are typicql) for sen;ence two. ‘Sentence‘?our is a» .
qualification for the previous_ sentence (thé findings are for one partfcular

Indian tribe on]y). Sentence five eiplains explicitly what the authors'are

plore in detail that history) and why
(particularity is what American Indjan archeology is all about). Sentences
six and sevef continue on with more rationale for particularity. This - ...

v

yaragraph .has metadiscourse for the what (structure and content)’, the how, o

&

and the why of the primary discourse in Chapter Two.“

' Thevauthors‘gontinge hext with a paragraph contrasting the éxcagations
at Green Point Witﬁ those ‘at an Inca or Aztec temple or g?Greek 6r~Egypti$n
citka They enq‘the péragraph with»thfs statement: ''. . ., but by
collecting these little tﬁings and analyzing them cérefully, we Qill seé
that a history céﬁ be iold of alpeople,'even though they themselvés jeft no
written record'II (p. 8)." Th&é séntenée énds the four paragraph introduction.
The body of the chapter begins with the héading, ”Excavations at Green
Point,'" followed by three paragraphé of description. The next heading is,
”Anélyéing ihe Findings frsm the Excavation,"'" which is then broken down L,
further into SQBSections. »§8th of the two major divisions of Chapter Two
were mentioned in the authors' pre-plan statements and in the exact order
they“arerléter developed }n the chapter. |In addition; the authors give
informatfon about the source for tﬁe chapter ideas, explicitly telling
students they will deal w}th a particular instance, a case séudy of one * ' o

excavation at Green Point, and why it is generalizable. The rationales. for

text decisions are clearly given. This text -has abundant explicit

. 6 i ‘ )
- - . .
. o
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metadiscoufse and it does not seem misleading to students. The atypical

té&;book writers who are historians wriging for students in grades 7 and

8 make use of metadiscourse. .The atypical non-historian writer writing

for students in grade 3 does not.

F 4

The ‘Nontextbooks .

A}

It has already been noted that in nonfextboo&$ £Hé éﬁiﬁé;“iﬁgfddé§>more_
overtly with‘;qmmenis, that he has a perspectPve on his toéic apdltries to
convfnce readers that his view is a.reasonaSle one. In theée.materials ohe
Finds introductions thagﬁéae meant to introduce the-topic and ﬁome to the
main point about jt, give necessary background information, and insure thé
reader's easy entry into the text. The‘body of thg discourse developé the
thesis and the author frequently intrudes to update the:reader about how
to process the text or about the author's internal étate :;Qardfng the
discoursg. The diécourse has a conclusion fhat restates the thesis, gives
the author's concjusions,.and”wraps up the discourse. . Tﬁefnontextbook
materialvis a spéech eﬁt%ty in contrast to the typical textbook héférfajvf
which gsually has no continuity to topic or’goVerniﬁg.thest,,liftle deveiop?
ment of any of-tﬁe multiple topics, no overt author int;usion, and no’
conclusion. - : » ’ » : :

[Canoe] i,llustrates some of these characteristics in the following‘

excerpts: W

. Luminous spray.outlined'the double bows of Hokule'a as
she raced through the darkness in gale-force winds toward the .
island of Hawaii. |t was a stormy rehearsal at sea--a real
_ test for our Hawaiian crew, and for the sailing canoe itself.
"y In 1976 we plan to take her in the manner of our ancestors on
a 6,000-mile round trip to Tahiti . ... . (p. 468)

}

» - v

o
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. The voyaging canoe! It lay at the very heart of Polynesian
culture. Without it, there would be no Polynesia. As an
artist, a sailor, and an_ amateur anthropologist, | had come
to regard it as the flnest artifact that .the Polynesians had
produced.

, The canoes probably exerted a ''shaping' influence on their
makers. When a chief began a voyage of exploration to find new
land for his people, he/would choose as companions men with .
powerful muscles, stamina, and ample fat to sustain®them in

_times of hunger, and to_insulate them against the energy-sapping

-and eventually deadly exposure to wind and spray. He would
bring women who seemed capable of bearing children of that type.

So.when his group landed on an.uninhabited island, it would
become the angestor pool for future generations. To me it seems
. no genetic accident that Polynesians, as a race, are. jarge and
powerful people.

. D i
Successful yage Depends on Research-

I felt that-if a voyaglng canoe were built and sailed
today, it would function as a cultural catalyst and inspire
the revival of almost-forgotten aspects of Hawaiian life. (p. 475)
1 T
The author sets the scene for the reader, stages the main point of the

discourse in an evocative fashion that engages the reader. He leps'the

reader in on his internal processes and states with phrases sgch as "l had,

come to regard it as . . ."" Tome it seems not . . . ", | felt that if
.'" The reader can see the author's thinking processes and feeling
states.

Text 17, Uprooted, shows another difference between the textbook and
nontextbook materials: the use of rhetoriéél devicé; su;h;as paral el
structure, prepositional ﬁhrases fronted as orientors or staging devicés;_
‘opposition, and punctuation. All were used to engage, communicate/witﬁ;

and affect the reader.
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In pillared halls ;the laws are jmade, the briefs are read,
the judgments rendered, in proper form, engrgssed, signed,
sealed. Of the majesty of the law, |howeveT, the immigrant. & oo
has another view. Down by the corner the pollceman twirls
the symbol of his authority. Withifh the beat, he T$”govern-
ment. But the limits of his power %re well recognized. Shyly
he averts his eyes as he passes this house or that. He cannot
see where cards are dealt, where liquor flows beyond its hours,
where ladies peep through curtained{windows. With the shop-
keeper, on the other hand, he is severe, and the incautious’
peddler often knows his wrath Fortunately it is not hard ta

turn away that wrath; a soft answer|and a generous purse
deflate his zeal. (p. 204) o ' : S

"The parallel structure is seen in -laws are made, briefs are read, judéments

|

are rendered; engrossed, signed, sealedy {where cards are dealt, whereljlquor

L 4
flows, where ladies peep. Frontlng (pla l?ﬂ lnltlally, propositional hrases

that normally would be at the end of sentfnces) is seen with the first|four

sentences: In pillared halTs5 0f the majésty aof the law, Down by the dorner,

gWithin the beat. 0pposut|on is used to cohtrast the |mm|grants view of

g
the law, the policeman as symbol of authbrﬂty but with Ilmlts of power,

and.hisocéntrasting behavior in regard to t%e citizens and shopkeepers and

‘ 1
1

peddlers. The semicolon in the last sentenc% serves as a signal that an

explanation follows in the second ’ maln clause for the first main clause
i

it is not hard to turn away that (policeman' s% wrath; (how?) a soft answer ~

. \ .
and a generous purse. The prose style for‘the\nontextbooks is rhetorical
. ( ‘ ) ) .
and lively in contrast to the straightforward, ?Iain, lifeless style of o ;

4

. the. textbooks. = - o - . ’,rf

A final difference between the typical textbooks- and non-textbooks is
the way assertions are handled. The nontextbooks qualify assertions and '/
give information about the source directly in the text or as a footnote.'/

i

Texts. [Kennedy] exemplifies'giving credit to a source directly in the / '

text: ‘ L/:,' . - ) ’ .‘ | e /
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Astonishingly, Theodore Sorensen wrote that after the
.failure of the invasion Kennedy was “grateful that he had
learned so many major lessons=--resultingl in basic changes in
personnel, policy and procedures--at so relatively small and
temporary a cost.' Astonishingly because, .from the Sorensen
account, Kennedy learned nothing at all from the Bay of Pigs.
Kennedy failed, according to Sorensen, because ""John Kennedy
inherited the plan.'" But he did not. He inherited a growing
e invasion force that he let grow at an even faster rate. .

Sorensen says the matter was out of Kennedy's hands before
he was President. ''Unlike an inherited policy statement or

Executive Order, this inheritance (of a plan) could not be
simply disposed of by presidential recision or withdrawal." '
But presidential directive was the only thing that could stop
the plan--or, for that matter launch the invasion. And the
very man Kennedy appointed to teach him the lessons of the
invasion=~General Maxwe\l Taylor, made head.of a’ specia]
Study Group=--concluded {hat suit‘cancellatlon was the
course. - (p. 54)

(Urbaniz.] exemplifies the yse“of footnoting (i.e., 2%, 24, 25)Ato indi-

cate ‘the source of ideas d assertions:
BVeér time these influences fused into ar generlc style, but one
scholar has suggested that the architectural styles found in
‘these colonial cities can be studied in a manner similar to the
use of strata bz archeologists to identify successive waves of
new immigrants. The uniqueness and value of both the art and
architecture that evolved in the major-urban centers of colonial
Latin America is a topic still being debated by art historians
but plastic forms were clearly irfluenced by Eurepean models. 24
It is clear that the viceregal capitals and other maJor cities
serVed as cultural diffusers spreading and imposing styles and
fashions that were then accepted in_smaller rngonal centers
within the V|cerega1 jurisdiction. 25 There is general agreement
that the art and architecture of the Spanish and Portuguese
colonies of America were derivative and often pedestrian. How-~

' ever, given the unstable nature of the region's urban deve]op~
ment, the investment of limited, often scarce resources in
monumental buildings for civic and religious purposes indicates
clearly the sense of purpose and mission that characterlzed the
‘creation of these cities. (p. 3#) N 7.

Notice the lack of sources for the typlcal textbook as-.seen in Fext 6,

America:
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The war also was dlfferent from earlier wars in its effect
onlthe people. Civilians--those who d|d not serve in the armed
forces;-took part in the war effort on both,sndes., Confederate
leadefs told Southern farmers what crops to plant. Union leaders
teld factory owners in the North what products to make: The war
\ v became an all-out conflict, a total war, in which farms and

factories, too, were inportant weapons. (p. 130)

- —-:Here no.sources are-given;-no-statements are qualified:— The-duthors-or——-

textbook is the authority and the apparent source for all statements.

- I have a;tempted in this paper to set up a useful, although no;
exhaustive, taxonemy of metadiscourse for Sociaj Seience materials in
particular and for non-fiction in general. Both fnforma;iona and atti-.
tudinal types of metadiscourseware, I believe, important to the fleld of
reading. They help to-create a mental set of anticipation for the reader--

L]

the reader anticipates content, goals, text structure and organization,
Q v o . ' _
topic shifts, and author perspective on the content, certainty of propo-

} ' .
sitions and the text form. The informational subtypes can be considered
/-/

struethra] pegs. ane anticipation has been created, then metadiscourse
draws the readeh:s atpenyion to important pointsvwith the saliency subtype
of attitudinal'meeédiseourse. The emphatic and hedge subtypes help
readers make Judgments about the author's clalms whether they are strehg
or weak, or valid or not. Metadi;cohrse not only helps readers with

motivation, arousal, entry into“the.text, attention, and saliency, but

also with encoding the primary discourse. Readers need ways to represent

and encode, symbolically,«{he discourse into long-term memory. Metadlscourse

! v,

can be consudered an inputtlng devuce or strategy that does this representing'

. . .. : .
- .. . ) “ . . L
o . a . e e R - e
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R - @ N
and encoding by providing a context ‘in which the primary discourse can be

embedded~~a context for the te*t, in other w&Fds. The explncut metadn;course o 1, "’
post plans, remjnders of old content and di'scourse structure iﬁformatlon
(azgﬂgttigﬁdinai?) form a basis for new:information, ;éw structures, and
' 'accommodation.% Both explicit discourse and metadiscdurse'can help’readers'
o ) x : . .
with aéccmmodation through hierafchical relationships between old and new

N b

, : o _ L . o
and facilitation for new structures.. Of course, neither primary discourse

¢

nor metadiscourse can do evérything~-teachers are also important for guiding .
‘students. And, although too ‘much may impede-rathef than enhance learning

~ from textbooks,” metadiscourse is worthy of attention from reading educators,

publishers, researchers.
2 ' » i . N v
' Reading educators and publishers need to be concerned with the higher

’

) - . Tevel rhetorical features such as boals; a point of view unfolded by an

’ "author who is visible and who has a personallty, a thesi’s or controlllng

-

ldea and continuity of topic; reasons and rationale for author beliefs;

significancé and importance statements for facts and beliefs; previews and
. ’

reviews; introductions, developmént, and conclusions; and updatimg - v .

processing information. They need to be concerned about crit}éal reédiné..
. What happens io critical reéding--learniﬁg to evaluate and make judgments
about truth conditions--whén hedges ‘and emphatics are absent? Wh?n biés'
_ is\got overt (as it is not in textbooks) are young reqders_bein& deceived?

What happens to critical reading when attitudinal metadiscourse is delayed
- Lo . ' ’ . .
until adulthoad and readers are not encouraged to become active participants

in the reading process? Reading educators and publishers need to be con-

cerned not only with the |nteract|ve aspects but glso the |nterpersonal

aspects of .Social Science texbbooks and students--the tone, pount of view,

o Qo . ’,/,, : . . - E 3
B | et
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distance; and other stylistic aspects of non=fictional discourse. And they

need to ‘recognize that social science is subjective and interpretiVe (some.
. 0 ) . ‘ ’ . R v
more than others) and that social science authors are subjective and intler-
. i . v ) S . ’
pretive. Young readers need to see author biases and evdluate them at an

-

early ege;‘textbooks and teachers need to teach them how to do this. Young
readers need to learn about the domain of schofarship'at an early age~-

where ideas come from, sources, citations, references, bibliogréaphiesy

vtextbooks should model this.

Researchers need to ask about the optimum level of fetadiscourse:

s

. - M

How much of which type. is needed by which students for which tasks under

what conditions. They might want tg investigate whether metadiscourse
" or

makes a textbook more or less interesting to readers and if so, which types;v
and whether readerigudgments about interestingness persist over ti@e.

Perhaps the effect of metadiscourse on readers' attitudes toward the social

o

science subject matter or domain should be studied. Metadiscourse offers

empirical opportunltles for |nvest|gat|ng such issues.

In this paper, in addition to trying to deflne describe, and classnfy ¢

metadiscourse, | have also made a first attempt. at an‘emplrlcal study of

metadiscourse by looking at the frequency of use of each of the eight sub-

-

» ) 6

 types that | considered useful. The study was 1imited by the lack of
“precision that still exists in the deflnltlon of metadiscourse and the -
fuzziness of the boundarles between the dlfferent subtypes. Another problem »

is that metadiscourse, like prlmary dlscourSe, can serve several functhns .

_simultaneously in a social situation. Because only the ddmaln of socnal

science was examined and because “the sample size was’ smali, more empirical
N " »

=
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work is needed to see if the findings for this study are generalizable.
) | hope, however, that | have in this .exploratory stuydy made séme progr%ss
» ’ -
toward a theory of metadiscourse and laid some groundwork for future -
1 N .4’ /
research. . .
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Table 1 : ' N
‘ ' ' »34
Types of Informational Metadiscourse Used

in Social Science Téxtbooks'

Textbook

\ .
} .
Metadiscourse Types - ,
(with frequency per 1000 words) -

Grade - Total® -

Type Level : Words Goal Preplan’ Postplan Topicalizer
Typical:
Text 2: Soc. Stud. 4 3,000 .00 .00 .00 .00
Text 3: The U.S. 5 (f 8,000, .00 .13 .50 . .00
Text 4: Our World 6 14,200 .00 .64 .07’ . -.00
Text 6: America 7-8 11,000 .00 .55 73 .00
Text 7: Rise 9-12 23,000 .00 .35 .26 .04
Text 95 Am. Hist. Coll.- 23,000 .00 .00 .0Q - .04 .-

“~ . .

AN

Atypical:
Text 1: -Chicago "3 10,000 .00 .00 .00 ' .00
Text 5: Indians 7-8 20,000 .15 1.50 . .60 . .75
Text 8: As It H. 9-12+ 17,000 .35 1.65 . .59. .00

a .
approximate 4




////// ‘ _ Metadiscourse
N o

Table 2 | S - 3

' Types of Informational Metadiscourse Used
h in Social Science Montextbooks et
. . .
Metadiscourse Types
. & , (with frequency per 1000 words)
Nontextbook © Source Total® : : .
Type of Text Words Goal Preplan Postplan = Topicalizer
TYpical;
Periodicals _
Text 10: T. R., American . ’ . ' , .
Pres. Heritage 6,000 .00 1.17° .33 . .50
Text 11: Canoe " National ' »
Geograph. 4,000 .00 .00 - .00 .00 .
Text 12: The Ams.  Harpers' 7,080 .00 .00 .00 .00 o
Text *13: Another L. Soundings -5,000 .00 ~1.00 .00 .00 /lﬁfu
Text 14: Urbaniz. Journal X ‘ .
: of Urban -
° History 10,000 10 .60 .10, .00
Text 16: Kennedy Atlantic , '
’ Monthly 11,000 .00 .00 .00 .00
" ‘Books
Text ,15: Defeat The
Defeat of
America 12,000 .08 17 .3? .00
Text 17: Uprooted Uprooted 11,000 .09 .18 .00 .00 N
Typical ‘Total: 66,000 .05 .33 .05 .05
Atypical: ‘ \ .
Books
Text 18: Particip. Partici-
" pation .
in | ‘ k
Q America ~ 11,000 .45 7.64 2.09 .00
k a - . T
s
aaoproximatp . B
. ?”;
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-

<«
_Table 3

Types. of Information Metadiscourse Used

in School and Nonschool Sdcfal Science Texts

Metadiscourse Types
(with frequency per 1000 words)

Text Totald - —
Type ° Words ‘ Goal Preplan  Postplan Topicalizer -
Textbooks 129,000 .09 .64 .32 13
Nontextbooks 77,0007 - .10 - 1.38 .34 .04
Typical Textbooks 82,000 .00 .29 .23 02
‘Typical Nontextbooks 66,000 .05 .33 .05 .05
Atypical Textbooks 47,000 .12 1.23 b7 .32 ' .
Atypical Nontextbooks 11,000 ' .45 7.64 2.09 .00 ‘
A1l Typical Texts 148,000 .02 .31 .15 .03
A1l Atypical Texts ~ 58,000 .28 2.49 .78 .26
| Typical Textbooks - 82,000 .00 .29 .23 .02
| _ Atypical Textbooks - 47,000 12 1.23
Typical Nantextbaoks 66,000 | .05 .33 .05 .05
Atypical Nontextbooks 11,000 .45 7.64 2.09 .00
o
. aapproximate ) ’
_ ( ' ' | s
» ' ’
, . , Ny L
E
=
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Types of Informational Metadiscourse Used in

" Metadiscourse

Social Science Textbooks Across Five Sc¢hool Levels <

]
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Totald

Metadiscourse Types

. (with frequency per. 1000 words)

School Grade . — v
Level Level Words Goal Preplan~ Postplan Topicalizer
Early Elementary ) 3~4 13,000 .00  .00 .00 .00
Intermediate : .
Elementary 5~6 22,000 .00 .45 .23 .00
. f/ ) . ) - .
Junior High 7-8 33,000 .09 1.09 .61 .45
High School N 9-12+ 40,000 - .20 .90 .bo .03
J? College - Under- . ) :
Bt T . " grad. 23,000 .00 .00 ..00 .04
a_ . ,
+ “approximate
N
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Table 5
Types of Informational Metadiscourse Used in Typical
. Social Science Textbooks Across Five Schodl Levels :
X' : ' With Frequency per 1000 Words RN
N R *
. e ) - Metadiscourse Type
v . {with frequency per 1000 words)
School : Grade Totald . .
Levels Level Words Goal Preplan Postplan Topicalizer:
‘Early Elementary 4 3,000 .00 .00 .00 .00
-Intermediate . .
Elementary 5-6 22,000 . .00 .45 .23 s .00
Junior High 7-8 11,000 .00 /555 . .73 .00
High School 9-12 23,000 .00 .35 .26 . - .ok
College “Under~ : » A
grad. 23,000 .00 .00 .00 . .00

a .
approximate




Types of Informational Metadiscourse Used in-

Junior High an

’

‘Table 6

d Senior High Social Science Textbooks

Metadiscourse

75

=2

a

. | Métadiséourse Types
(with frequency per 1000 words)

Textbook Grade Total? v , - i
Type Level Words Goal Preplan Postplan Topicalizer
Typical 7-8 11,000 .00 .55 .73 .00

o R w , ’ :
Atypical 7-8 20,000 .15. 1.50 .60 : .75
Typical 9-12 23,000 .oo//x/ .35 .26 .ok
Atypical 9- 12+ 17,000 .35 1.65  .59. .00
a . .

approximate ‘.
7
\
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Table 7 -
Types. of Informétionél.MetadiscourSe Used by !
i Harcourt Brace at Three Grade Levels
s Pt
E Metadiscourse Type
(with frequency per# 1000 words)
_ w Grade Total® — - ‘ :
Textbook .  Level Words Goal .Preplan Postplan  Topicalizer
Text 3: The U.S. 5. 8,000 .00 .13 .50 .00
Text 6: America "7-8 . 11,000 .00 .55 .73 .00 h
Text 7: Rise 9-12 23,000 .04

A

.00 U35 T T L26

a .
approximate
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. ' he _ "Table 8
Types of Informational Metadiscourse Used in Nontextbooks

e for General and Specialized Audiences ..

R o . ’ ' . . Metadiscourse Type .
’ \g(with frequency per 1000 words)

. : a N
Audience ‘ Total . - -
Type N Words Goal Preplan - Postplan Topicalizer
— ’ — - .
General o 45,000 .04 .09 . .00 00"
Specialized” = ° 33,000 8 3.09 .. .79 .09

a .
approximate -

Text 11: Canoe

Text 12: The Adis. . .
Text 15: Defeat: o , N
Text 16: Kennedy ) : ' ) :
_Text 17: Uprooted v

CText 10: T. R. Pres.

N Text 13: Another L.
Text 14: Urbaniz.
Text 18: Particip.

.
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, TaBle 9
Types of Attitudinal Metédiscourse~Used“+ﬁ~\_~_‘_‘ - 4__';;~;'

Social Science Textbooks

14
L ——

~

. ' Metgdiscourse Tyﬁe _
' (with frequency per 1000 words)

‘ Textbook | Grade  Total® — -
Type. . Level Words Salience Emphatic Hedge Evaluative
Typical >
Text 2: Soc. Stud. 4 3,000 .00 .00 . .00 .00
Text 3; The U.S.~ 5 8,000 .00 13 J25 .00
Text 4t Our World 6 . 14,000 .00 .00 .00 .00
Text 6: America 7-8 11,000 .55 .64 .00 -» .00
3 ,
Text 7: Rise - 9-12 23,000 13 .35 A7 .30
" Text 9: Am. Hist. Coll. 23,000 13 .61 .35 " .0k
.0 o -
. -
Atypical .
Text 1: Chicago 3 10,000 .00 .00 .20 .00 -
Text 5: Indians 7-8 20,000 "5 .55 .40 .10, |
Text 8: As It H. 9-12+ 17,000 .00 A NS .00 @
° ' _ | .
aapproximate oo N,

.
’/‘
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. Table 10
Types of Attitudinal Metadiscourse Used in-
Social Science Nontextbooks
. Metadiscourse Type ¢
; , : 5 ~(with frequency per 1000 words)
Nontextboaok Source Total ———— -
Type of Text Words Salience Emphatic Hedge  Evaluative
Typital
~ Periodicals - . co
Text 10: T. R., Pres. American 6,000 .33 1.50 . .50 1.67
: : Heritage . ‘ .o -
- Text ;11: Canoe “National _ 4,000 ~ .00 - 75 .50 .50
. Geogr. : . . . " “ :
Text 12: The Ams. - Harpers! 7,000 .57 -3.86 . 1.57 w71
Text 13: Another L.  Soundings 5,000 . .00 1.h0 1.20 40
Text 1h: Urbaniz. .Journal of ‘ B ) - ;
‘ ' Urban Hist 10,000 ) .70 0 1,30 .40 .30
Text 16: Kennedy - Atlantic R j ‘ _ ‘ ) :
ol Monthly 11,000 ° .00 1.91 -.82 .18 -
Books - ) ,
Text 15: Defeat The Defeat ‘ .
- of America 12,000 - - .25 2.00 Ol 17
Text 17: Uprooted Uprooted 11,000 .27 2,18 2,45 .73
R - i ip
Typbcal Total 66,000 .29 1.94 .95 " .52
Atypical~
BOOk,S’ , : % \
Text 18: Partieip. > Partici- . o
: Co < paé*on in N i
e b aa America 11,000~ 45 7.64 2.09 .00
) T . o ) ' . ' r
“approximate 4 s ‘o - :
i A . . iii?r -, »
. 7 R . _
- | ' ! 83 : & L s . rf__.
’ L ‘o; 5 . e . : S -_,,‘ i s ) 7.‘1 -
- . : . : “
‘ oy ) s S e




Metadiscourse

<, \\ 80
Table '11 -
. . \ \
Types of Attltudinqﬁ'Metadiscourse Used in
School and Nonschool Social Science Texts
N .
R 4 — -
Metadiscourse Type .. .
. (with frequency per 1000 words) -
Text * Total : - ‘
Type - Mords “ Salience  Emphatic Hedge Evaluative
Textbooks ™\ c 129,000 12 A .20 .08
Nontextbooks’ - 77,000 .53 2.14 1.21 by
" Typical textbooks - ;- 82,000 15 37 a7 .09
A \ : :
Typical nontextbpoks °* 66,000 .29 . 1.94 .95 .52
Atypical textbooks 47,000 .06 b9 .26 .0h
Atypical nontextig®ks 11,000 - 2.00 3.3 2.73g .00
s ' ’ - B M
All typical texts 148,000 .21 1.07 _ .52 .28 ©
" All atypical texts 58,000 641,03 .72 .03
‘Typical textbooks “82,000 .15 .37 17 .09
‘Atypical textbooks 47,000 20 A1 20 .08
Typical nontextbooks . 66,000 - .29 1.94 : *.95 .52
Atypical nontextbooks 11,000 2.00 3.36 2,73 .00
. — = - - —
a . - /- .
approximate /
Y
:, o ! A
¢ .
, " ~ ) Lo .
w ‘A;‘
- N { o - £
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. - N " Table 12
' LY
Types ofrAttitudinal Metadiscourse Usedin

\ . _ " Social Science Textbooks Across Five School Levels

’

Metadiscourse Type #
(with frequency per 1000 words)

School , Grade Total?@ :

Level Level " Words Salience Emphatic Hedge Evaluative
Early Elementary : 3-4 13,000 .00 .00 .15 .00,
Intermediate Eleﬁentary >5~6 22,000 .00 .05 .00 ) .00

, o ‘ » . :

. . Junior High _ 7-8. 33,000 - .18 .55 24 ,Oﬁ
High School 9-12+ 40,000 .08 —~ .50 a5 8
College - - Under- i ) ‘

3 grad. 23,000~ .13 61 .35 NN
‘ \ \
a’ e ‘ ’ ;
approximate ’ - o
-
s 3
&
"o
! . ‘.
- : )
) ! '
. .L,”
- )
ax * Lo
- 85 .
1
g 4
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" " Table 13 | e
Types of Attitudihal Metadiscourse Used in Typicai
Social Science Te*tbooks Acfogs Five School Levels -
C‘ »
. : ‘ _ «© Metadiscourse Type
o (with frequency per 1000 words)
School - .+ Grade Total® . . -
Level Level Words Salience Emphatic Hedge Evaluative
Early Elementary g b + 3,000 T .00 .00 - .00 .00
Intermediate Efementary 5~6 22,000 .00 .05 .09 .00
Y
~ Junior High 7-8 11,000 .55 .64 .00 .00 .
» } L
. |
High Scheol 9~12 23,000 .13 .35 . 177 .30
College ’ Under- ' .
: - grad. 23,000 .13 .61 .35, .04
v . ’ = h <
a . 3 ‘
approximate - - N%!; . N .
‘ ‘ i
”
i ° ‘ %l
[}
P " .
! &
b .
hY a
§ 4
/ ¢ * ) - W e ki -
i ) . . ) -,
. ®
_[\ L[]
Ed . 88 -
o 4 .
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Table 14
Types eof Attitudinal Metadiscourse Used in AL It
B . . . o '

Junior High and Senior High Social'Science'Textbopks

t
Metadiscourse Type B wl;;.
3 (with frequency per 1000 words)
Textbook . Grade Total : - - - ,
Type ‘ ’5'_ : Level Words Salience Emphatic Hedge Evaluative -
Typical” , 7-8 11,000 .55 .64 .00 .00
) Atypical .78 20,000 5 .55 .k .10

; Q | o o

., Typical ' 9-12 23,000 13 L350 1T .30 ’
. Atypical . 9-12+ 17,000 .00 71 2 .00+
" { / _ L 4

a_ . : ' o o )
approximate < L . ‘!a’

& f . . RN . B -
- ‘ . 4
. . .
o -. . .
. .
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_Table 15 Ki N
v Types of Attitudinal Metadiscourse Used'by
Harcourt Brace at Three Grade Levels -
S v
Metadiscourse Type
. (with frequercy per 1000 words)‘
R Grade Total® - — ~
Textbook . Level Words Salience Emphatic Hedge Evaluative
- - A
Text 3: The U.S. 5° - .8,000 -00 A3 - .25 . -.00
Text 6: America , 718 11,000 .55 .64 .00 ;00
Text 7: Rise yak 23,000 13 35 - .17 .30
4 : | -
-
approximate .
}
e
. . C.‘/’T - #
LS
v
=~ -~
) "o . |
o A i |
b '&
f-4 > ‘ »
'864'
3 ¢ O . /_/

i,
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Table 16 | LT

Types of AttitudinaluMetadiscourse Used in Nontextgooks for
General and Specialized Audiences %

. Specia!

- g Metadiscourse Type : »

. (with frequency per 1000 words)
, 2 Total = — -
Audience Type Words * Salience Emphatic Hedge Evaluative
General#¥ 45,000 . . .22 1.73 1.11 . 38"
Specializedwwx 33,000 94 - 2,00 ~ 1.30. .45

7 ) | o |

/ < 0 :

. ) AY
dapproximate ° | -
bText 11: Canoe o v - ’ 5

S, , Lo . } . v
Text 12: The Ams. . .
Téxt 15: Defeat \\ | . : ’ .\
Text 16: Kennedy ' oL b .
Text 17: Uprooted -4 .
) . “ $
'~ CSText 10: T. R.,*Pres, ° ‘ .
. p i " .
\\§$“Téx{ l%: Another L. v .
v ~ .,
Text 14: Urbaniz. . o . .
Text 18: Particip. )
. ‘ ’
1 ]
b i
“‘ Yy = -
[N k4l - ‘l- ¢ i :
2 \
-4 L' - -
’ ° - JI
. ‘- .
85 . : :

b
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Summary Table 17
informational and Attitudinal and Total Metadiscourse

Used for all Social Science Texts A b‘ - - .

o Metadisc¢ourse Type -
: (with frequency per 1000 words?)
Totaly\_ - — Total

Text Type ‘ ¥ Words - rnformétional' Attitudinal Metadiscourse,
K3 -' ‘, . ] - \‘ ] * ) \ ‘
Textbooks 129,000 SERVE .81 A -
Nqnsstiéooks " ... 77,000 S 1.85 % L YV 6.17
Typical> textbooks , 82,000 55 .78 C .33
Typical nontextbooks = 66,000 . -~ .47 = 3.70 Y
Atypical textbookf f47,000 . 2.26 : .85 3.11
¢ R . . .
. Atypical nontext- S, . : o e
books = {11,000 10.18 8.09 : 18.27

AT1 typical texts 148,000 C 5] 2.08 - . 2.59."
‘Al atypjcal texts///r 58,000 - T 3.76 2.22 . 5.9%
Typical fextbooks 82,000 .55 S £ I
AtypXcal textbooks 47,000 2,26« " .85 ' 311
Typical nontext~ ‘ L :
books 66,000 . - AT 3.70 | 4.17
\ Atypical nontext- T ’ ) ' ’ o ' '
books - .+ 11,000 10.18 ﬂ 8.09 ° 18.27
T : : o | R 7
. ) K P - ' . \ % .
?approximate ' ,"; ' -
] - '
T | L
o N . * lv I> \
. -
r * N . - li
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Appendix A '

<

Textbbok and- Nontextbook Information

y s
The nine textbooks and nine nontextbooks ‘are the following:
(Abbreviations are enclosed in brackets.)

Textbooks - , _ 3 .

1. _(atypical) Ghicago--The.ﬁity and |ts Pégple‘by‘MuFiél_Stanek, Elementary
. - - - »
| (Grade'B) School Priqcipal, Benefic»Pfess,'Chiqégo;:lllinpfs; 1981. -
[Chicago]
Chapter 1, Chicaéd;-A Great City
_ Chapter 2, People oijhicagb ' - P
Chapter 1l,anrly History

Ehapterulz, Famous Names and Places

<

| . < *otal Words: 10,000
' [ s .

2. \(typical) Social Studies by'Dr.'Barbara'M. Parramore and Dan D'Amelio,

(Grade 4) Scoft, Foresman and -Company, Glenview, I1linois, 1979:

[soc. ‘Stud.] A

Chaﬁter‘L =

ik , : ~ Unit ¢ 4 )

s
Americans Then-and Now

Chapter 2 = The World Around Us - .

\ - , . . Chapter -3 =‘Eeople Need ‘Each Other : ' T

| ; Total Words: 3,000- o %
» . R . ﬁ 7 . )

LN . . v N . . °
«t -
. /' ‘s - - b
19 ﬁ/
\

. ,'v




1 "

~ . .
L] A . . \

3. (typical) The United States: Living in Our World (Grade 5) by“consulting R

Social Scientists, Harcourt Brace JOVanpvith, New Ybrk, New Yofk, 1980.

[The U.5.] | v -

-0

]

Unit 3: Chapter 1 Union énd Balance
)

]

Chapter 2 U&setting the Balance . S

]

Chapter 3 = The System Breaks Down

Total Words: 8,000 “%

4. (typical) Our World by G. S. Dawson, E. V. Tiegs, & F. Adhms, Gion
. . - ) - , v L R ‘
(Grade 6) and Company, 1979. [Our World] ’ | A \\

Prologue: The Futuke is Yours®

Unit 3: Nations o Europe Today

]

¢
Chapter 8 = An %verview of Modern Europe

Great Britain: An Island Nation >

]

- Chapter 9

Chapter IO\axLands of the Northern Coast
Chapter 11 = The Southerh Lanas

Total Words; 14,000 R L £
¢ A\ | . . o ‘

a Il -
’

5. (atypicgll Indians in the American System: Past and Present by lan

<

Westbury and (Grades 7 & 8) Susan Westbury, The Laborator?"Schooi, the
‘ }\ | . : ' ¢ .
! Universﬁﬁy of Chicago, The Graduate School of Education, no date--

T !
probabl%/l97h. [indians]
Y;

WOt N
Ipkroduction, preface #

o wgpapter 1 How do you see Indians?

&
, Zi\\:ﬁhapter_z

]

The Past of America's Indians

! ¥ Chapter 3_= America’$ Indians and.TheiP_Eufopean Congquerors,
C‘{;{' ‘ X «“ ) » - t hd
, ' Chapter 4 = Indian Americans Today '
[
‘ “ S '
Q ‘ , Total Words: 20,000 . ' =




A

¥

-

6. (typicpl) America: Its People and Values by L. C. Wood, R. H. Gabriel,

(Grades 7 & 8), E. L. Biller (2nd edition), Harcourt Brace Jovanovich,

-

New York, New-York, 1971. .[America:],k . : : .

Capter 16: Two Ways of Life in Growing Conflict
Chapter 17: The Natioﬁ’ffg;:;—;\Térribie War

Total Words: 11,000

7. (typica])bRisé of the American Nation by L. P, Todd G-M.‘quti, Hafgourf

(Grades 9-12) Brace‘Jovanovich, Mew York, New York, . [Rrise]
Unit 5: The Nation Torn Apart 1845-1865 <
Chapter 18: A Time of Crisis and Compromise | s : e
-q Chapter 21: Sev?re Trials for Dem&@?écy

Total Words: 23,000
' .

8. (atypical) As It Happened: A History of the United States by C. G.

Sellers, et al. (Grades 9-12 honours) Webster.bivision; McGraw-Hill
Book Company, New York, New York, 1975. [As It H.] .

Unit I: A Land of Opportunity °

Chapter 1: Opportunity in Old;Englahd , . .

%3 Unit 4: Racial Slavefy in Amemican Society

. v x
R > Chapter 13: Slavery and the ‘American Revolution

’ . .

S ~ Chapter 15: Politics %ﬁd Race: Slavery and the Outbreak of
» v ’ ' . - A, *
o the Civil War )
W . .~ . . a .
. Total Words: 1A000 ° - ‘

-

&




J,
\1

9. (typicai) American History, Volume |: To 1877, 5th Edition, by R. N. SR

) - ‘
Current (College undergraduatef, T. H. Williams, F. Freidel, Alfred A.
Knopf, New'York, New York, 1979. [Am. Hist\] * T

p . Chapter 12: Freedom's Ferment
Chapter 1h4: The War of the Rebellion

Total Words: 23,00%f? R \ '

Grand Total of words for ﬁexiboqks:: 129, 000

|

NonteXxtbooks

N

: : . : ’ \ '
10. (typical, specialized audience) Theodore Roosevelt, President by Edmund

Morris, American Heritage, Vol. 32, No. 4, June/July 1981, 4-15,

: [T. R., Pres.] N ‘ o C . ;_;)
L] . V . - $

Total Words = 6,000 R \ N - :

11. (typical, general audience) A Canoe Helps Hawaii Recapture Her Past by

Herb Kane, National Geographic, Vol. 149;-Np. L, April 1976, 468—#89.
[canoe] ;\ ‘ 1 | . ;

Total Words = 4,000

-

12. (typical, general audience) The Amg:icans by Luigi Barzini, Harper's,

e

Vol. 263, No. l579,'tiemBer, 1981, 29-36+. [Fhe Ams.]
A P B

Total Words = 7,000 - o o o ‘

k| _, 3 o . . a B
»/’ 13. (typical, specialized audience) Another Loak at the American Charact_er1

by Emmett Fields, Soundings: An Interdisciplinéry Journal, Vol. 65,

* No. 1, Spring 1981, 41;56. [Another. L. ] : -
_ ~

‘?otaJ Words = 5,000

> i ten sl b2 R
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14, (typical, specialized audience) Urbanization in Colonial Latin America

by Susan .Socolour and Lyman Jdéhnson, Journal 6f Urban History, Vol. 8,

\, ’No, 1, November 1981, 27-59. [Urbaniz.]

Total Words = II,OOO

15. (typicaT, general audience) The Defeat of America: Présidential Power

1

and the National Character by Henry S. Commager, Simon and Schuster,

New York, New York, 1974. [The Défeat] IntrodUct}on'and Chapter 1,

4

- Myths and Realities in Américan Foreign Policy.
. : 2 S e '

=

Ru]

~ Total Words = 12,000 - : S ﬁ i

B A}
* : : . . -,
. .

16. ’(typfcal, general audience) The Kennedy imprisonment 2. The Prisoner

. , of Toughness, oa_John F. K?nneéy‘s.Concéption of Power by Garry Wifls,’_
. . . . - - v o N g ‘

The Atlantic Mohgl]y, Vol. 249, No. 2, February 1982, 52:66: [Kennedy]

Total Words =.II,OOO

.17. (typical, general audience) TH@;Uprdbted,‘by Oscar Hanlin, An Atlantic

4

.ﬁ * | Monthly P}ess Book, Lifgie; Brown and Company, Boston, 1951. [dpro;ted], .
' ) Intrqﬁu;tion; Chapter 7, Demgéracy aﬁd Power; CHapter 8, Generatiéné;
Total Words = 11,000
(atypical, specialized aadieqce) ParticiPa%ion in America: *Politiéal
Democracy and Socia] Eqda?ity by S. Verba ;nq r.‘Nie, Harper &.Row,
, , . bNevaork, 1972. Preface; Chapter 1, Partic}pation aﬁd Democracy; . (é
(T’thapter 15, Participation and Policy Preferences; Chapter 19, Partici~- -’
pation and Leader Responsiveness. [Participétion]
| Total words: 11,000 ; ‘ _ ‘ :
Grand Total for ndﬁ-textbboks:_ 77,000 .
o RN : « e = o

er -7 ’




Appendix B

,.

Additional Examples of Informational Metadiscourse

' Goafs L - ) a
[Indians] v Thé purpose of this cunriculum unit is to enrich
the way its readers think .about American lndiaqsf
(p. ii) ' '
[As It H.]  So instead of g

of this book have tried to assemble matertals in

iving our own answers, the authors

a way that helps students find answers for them~. i

. selves. (ps 1) Y

w

[ﬁarticipation] , Our purpose here and in Chapter. 16 isvto“indicate
K4 o | why it makes a difference whether'officials.reST \
» pond to #11 citizens or just to thoée who | .
z ‘ participate. {(p. 15) ' ‘

I

Pre-plans
rre-plans

[Our WOr]q] ) Prologue--In this book you can read about’ the
. : . growth of the ideas of dipocracy and human rights. .
- ) (p, ]0) o . ) .n .-
PLPdians] ' }resénted first is a description of the backgrohnd ‘. !
) oo of the situation. (p. 8) . ‘
q
’ v ~ v .
[America] » in this chapter, you will read about the crisis ,<{
é‘,f : over slavery that Cla¢ and Webster ;r?&d\tq v " , ,
» ~ ) seFtTe. (E. 433) . P o B 4§»‘?ﬁ' .
[Rise] ' In this chapter you willasee how graf; andvcor"'“ ’ '

ruption plague .American political-life during the

postwar’ years ang how repeated efforts wWere made; N\

“to root out this dishonesty in gQVefhmenti_ (p. 377) -~

~

[As It @,] ‘ "Prefacefrthe gook has been diwided into eightg

'
1

units. - (p. xi)




[T. R., Pres.]

[Another L.]

[Urbaniz.]

[Defeat]

4

[Uprogted]

[Participation]

[The U.s.]

[Indians]

[Americal .

Let us dispose, in short order, with Theodore

Roosevelt's faults. (p. 4)

And, as | will be exploring shortly, the character
of the -American people~~that amalgam of traits |,
thét is belieyed to dfstinguish us from other
peoples-~has remained arguably much the same

through all changes. (p. 42)

v

In this article we will provide a brief overview

of the development of the colonial system of

cities. (p. 27)

These essays have a common theme. (p. 9)

| have .tried hiStorically to trace the impact of
separation.of the aisruption in the lives and work

L3

of people who left one world to adjust to a new.

(p. &) . -

Our main concern is with participation as an

‘instrumental act by which citizens influence the

government. (p. 5) = ¢

\ o ,

¥

~

Posg-plans

In studying the events that led to the Civil War,

T
X

perhaps you have learned this understand?ng:
People do not value a’ system of government that

does not protect their interests. (p. 176)

We have mentionedethat in historic.times Green
Point was an important Chippewa village; what

happened to the . . .? (p. 58)

As you have read, Northerners favored high tariffs,

while Southerners were againﬁt them. (p. 433)._‘ 3 




[Rise] -

'[AQ'Lt H. ]

[T. R.,‘Presf] g

[

- L
[Participati n]
. Log

i
|
'

B

-
[T. R., Preg.]
‘ |

[indians] \

[Indians]

~medieval England. * (p.- 15)

Here is part of a New York Times article on the

K
R

During the years from_lBZB-Eo 1832, as you have

read, conflicting views on the tariff questions

brought-the United States uncomfortably close to'
disunion (page 242). (p. 312)

The sources in this lesson give you some insight

into stratification among people in the late

L4

Let us remember that a third term was his for

the asking in 1908. f{p. 15)

We have demonstrated that the problems an observer -

of the activist population would see differ some=
& : .

what from the problems seen by an observer of the

entire pOpulafion. (p+ 330)

A

Topicalizers

Before suggesting how they affected his performance
as President, I'd like to explain how they
originated. (p. 7)

g

“implications of the modern occupation of Wounded

Knee. (p. 4)

To answer this questibn.we have to turn back to
a study of the potsherds found at Green Point

and other sites in the valley. (p. 19)




. . R . o l . . v / : . "“‘ .. ) . ~ . .

. " Additional Examples of.Attitudinal_MetadiScourse .

-

' _ e J , B 'y

‘ 5 ) . Saliency : o : ' . 2
Fn [America] So important wer;\the rai]roads to the war that
_ s )‘4 . whole campalgns were fought to capture and ho]d
. ' " key ra|]road lines and centers. (p. hSO) o
// [indians] - Condltlons like this werg found on many reserva-

t|ons, but Wounded Knee had an especlally |mportant

place «in the history of white- Indlan re]ations

(p. ) S u .
: -~ [Rise] _ e Political behavnor is an |mportant and complicated '
aspect in a democracy (p. 388) -,
» [Am. Hist.] - Still more important as a call to reform were the L
. preachings of the revivalist Charles G.' Finney,
who was at first a Presbyterian and later a’
. Congregationalist. (p. 323) . ' .
i ’ . N i .
[T. R., Pres.] Here | must emphasize that T. R. was not a snob. .-
N CRE) | | Lo
I [The Ams.] . The dream of the future is important. (p. 31) .
[Urbaniz.] ‘ In conceptualizing the development of any one-city

or the colonial system of cities, the period when
the city reached a position of regional or inter-

- k -regional dominance, or ''coming of age,' is more ‘

important than the date of its foundation. (p. 32)
[Defeat ] ‘ .. bot what was imoortant was not the ultimate

achlevement but the philosophy -and the passnon
- that anlmated the attempt. Kp 32)

,  [Uprooted]  Choice of the strand about which this book was

_written had particular significaoce for me. (p. 3)




/

g

[Participation]

~

N

[Indians] =§

[Americag-

[Rise]

§ -

More impo%tant;*the subset of citizens who par-

»

t|C|pate in polltlcs IS hy no means a random

samp]e of the cntlzenry (p. 267)
{

|9

t

Emphatics .

We do know that men have . llved in ﬂorth America
through all of the last 15,000 years and that

these .men were the ancestors of present day Indian .
Americans. (p. 2)

Lincoln, of course,~knew this; 4g;. (p. 459)$=

\»
Indeed,’ he [Ca]houn] |n5|sted Congress had a

duty -to brotect the rights of slaveowners té TN
thelr“:proparty,“ the slaves, in all the terrn-’ ' '

tories. (p. 315) ' . ~ ;

Obvivusly you cannot, llke the.professnona] ;
histolkian, spend the time to track down and study

the multitude of sources from Amerlcan\hlstory that -

N—

have surV|yed (p. 5)

No doubt, with some people, a dete@kination to, . -
improve human welfare was stimulated by the

. Eed
contrast between what actually was and what \

apparently might be. (p. 322)

T. R. realized, of course, that the gap between

himself and Joe' Murray-~the Irisha~ard~hee]er

~who got him into the New York Assembly~-was

unbridgeable outside of politics. But in

America . . . (p. 9) ' - ’ . ) 1

Yes, Hokule'a was our floating classroom, and

we were learning our lesson. (p. 481) .

<

-

o Loy e

D




[Kennedy ]

[Another L.]

[Uprooted]

-

[The Ams’.}

P

[chicago]
[The U.s.]

[Indians]

[Rise] = 4

-« [Am. Hist. ]

than they the parents. (p. 253)

- foods hlndered the full realization of man 5

. J . . [ N
The truth is that Kennedy went ahead with the

Cuban action not to complete what he inherited-

from Eisenhowsr but to mark his difference from P

Eisenhoﬁér. (p. 54)

Change we. have wntnessed aplenty, to be sure? : N

 the Westward Movement settling half a contlnent

(p. 42) L | \

In truth, the children were more fn this world-

-,

=T

- Europe's fear of the Soviet Union is, of cpurse,

paramgunt..'(p. 29) . . °

Hedges ) . 9. .

They probably crossed whét is now<the Chifago

portage between the Des Plaines and the Chicago

. Rivers. (p. 128)

o

In studying the events that led to the Civil

War, perhaps you have learned-this understanding.

(p. 176) =< ’ ‘

We do not know how mahy Indians thefe were with-

iﬁ the borders gf the present United States atﬂl v
the time of thé guropean invasion (the Eitimates ‘ '
range from one to ten millfon) but it does seem

clear hat the northeast part of the Unlted States

was once fairly densely populated. (p. 25)

By 1857 the prospect of compromising the struggle " :
between the North and the South seemed remote.

(p. 323) S .

To some it seemed that not only alcoholic ~ '

'beverages but also tobacco, coffee, and unnatural

LA

perfectionlst possibilities. (p. 328)




< S5 . P ’ . . 5 L o7 '_ ) . .
1 {T. R., Pres.}. They might be traced back to childhood: CEN ~ ’

'

. t

. v ' LCanoe] . ' It 'i posstbie that they wn]l complete construc-

t|on of a long distance. v0yag|ng canoe Qn tifme

to se;J in compahy with-us on our. scheduled return

o A o U to Hawaii from Tahiti this summer. (p. 482)

S0 {The Ams.] . It almdst always defended @ith gold and bjood
/ : e "' ¢ what was dearest” to Western man: liberty in a- _ L

v .

~ L . "

‘o . just society.~ (pw 29) |

Voo [Urbaniz.] : Munncnpal authorltles, because they lacked theIr
el . _' /“l R ’ pqwer or dESlre ‘to fundamentally change the .
' co]onlal socic qpnomlh’system, seemed unable to

<3

N L ¥ e??ectlyely w{th these threats. (p. 50)

[Another L. ] _ We appear to be in the midst of an incipient .
\ ' - discontiraity in the national polittical life,
.also.” (p. 43)

t - [Defeat]" ﬁ' . .Perhaps most remarkable -in the sociel arena was .

- ¥ - : t> the attitude toward immigration‘and emigration. ,

’ R L L o
[kennedy] ~ '_. " It might be. érgued now that even ;f &\\ ew about , R
‘ ' ) ' how our. clandestlne war agalnst Castro, and
[ ., .- admitted that the missiles were placed for
o . . . . deterence, we could not tolerate their®presence

¢ . : © . so near us. (p.,58) L oy ¥

A . -
N

. : N ) oL
[Part?cipatlon] The last, and perhaps<mbst crucial, component .

put has to do w?th who. is

-~

* of theaparticipatory \n
participating. (p. 269)




A

[Indians] ?

[Rise]n

[T. R., Pres.ﬁ

[Canoe]\

[Urbaniz.]

‘to be made by man. (p. 11)

\ )
Evaluatives L . ,
—_ . 3 (

&

Luckily, thfs trench penetrated a low, rise

“directly behind the stockade whi<h turned out

. . . \

Unfortunately, he did almost nothing. (p. 327)

The way he arrived at this ''personal éhuation“

is interesting béCause he was, acpuélly‘in a weak
po%ition'a@ the beginning of his first i?ﬁﬁnisfra-
tion. (p. 13)

- v

Unfortunately, our agent forgot to tell them when
to stop plaiting--so now ghere is a? o!fr-supply
of sqil'molt{hg . . . (p. 482)

«
.

What is sffiking about the role of the cities in |,
the Independence is that the movemeng begins .

(p. 51)

<



